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The potential gap between the academically considered notion of Physical Education and 
Physical Education in practice has implications across the entire education spectrum but it is 
arguably compounded at primary age where teachers are prepared more generally across the 
whole curriculum for teaching rather than specialising. Non-traditional methods can provide 
students with a holistic education, encompassing social, physical and cognitive learning 
outcomes (Dyson et al., 2004) but limitations have been placed on Physical Education 
through the inability to break away from physical training separated from cognition (Pill, 
2014). Pedagogic knowledge and skills are vital for a primary teacher (Smith, 2007) but 
despite their understood requirement, teachers are often not prepared by the education they 
receive prior to teaching, leading to the teacher resorting back to traditional approaches. 
 
Methodology 
The thesis took an interpretivist, qualitative approach to the research using semi-structured 
interviews to collect the data. There were 15 participants who had completed their primary 
education training in the last 10 years, including those currently studying. The transcripts 
were analysed using inductive content analysis, coded through an unconstrained matrix and 
categorised into Low and High-order themes from the derived data.   
 
Results 
The six High-order themes were Teachers’ Philosophy, Apprenticeship, Confidence, Student 
Experience, Physical Education Context and Bridging the Gap. 
 
Conclusion 
There is a requirement for a newly qualified teacher to establish and understand a chosen 
philosophy to make choices towards developing their teaching style and maintaining their 
beliefs throughout their teaching journey throughout the challenges faced. Although there is a 
recognised move toward non-traditional methods and a greater acceptance of Whitehead’s 
(2013a; p26) definition of physical literacy academically, the gap between academic literature 
and Physical Education in practice is evident. The lack of applicable practical knowledge for 
teachers demonstrated in academic literature, in addition to the range of terminology and 
complex approaches has led towards a lack of clarity in both discourse and the application of 
non-traditional approaches in Physical Education.  
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Prologue 
In order to provide a fuller context to this thesis, the following prologue outlines my personal 
starting point, and some of my previous experiences which have influenced the thought 
processes involved in my research: 
  
Throughout my own experience of Physical Education even at primary level, the teachers, 
with the large number of students involved, typically taught ‘sports’ for the majority of the 
lesson providing little contribution towards the development of physical literacy. Through the 
physical literacy journey, individuals develop the ability to identify, understand, interpret 
through the mind in order to create and respond effectively through movement to a wide 
range of situations and contexts. Does this matter? In an educational subject seeking to 
improve physical literacy across all students, participation was not consistent across all 
abilities. Students who excelled in class sports (demonstrating perceived ability to teachers) 
were picked first for teams and those who did not demonstrate perceived ability were often 
benched. To show inclusion of all pupils, even at primary-school level, it was common to be 
made a referee, lines man/woman, or run cross-country instead; further widening the tactical 
and skill based gap between pupils and preventing the improvement in physical literacy for 
all. During secondary school, I may not have demonstrated spatial awareness on the court to 
the same standard as my peers; but I was a successful at ice-skating, competing in three 
disciplines, participating in shows and training 8 times a week. In developing the 
fundamental skills of movement, an outcome objective of PE on the physical literacy journey, 
I had achieved above and beyond the requirements in some respects. I demonstrated a strong 
centre of balance, flexibility and endurance with physical fitness above the average child. 
Despite developing skills that would allow the continuance of an active lifestyle and 
participation in physical activity, I did not demonstrate the same ability in respect to the 
school curriculum’s traditional age requirements of standard in team-game skills. 
 
Although there is possibility for learning to take place in different aspects, I started to explore 
the question whether Physical Education was achieving its objectives if someone who is 
highly physically literature in one respect can be deemed a failure in relation to the school 
Physical Education system. Completing a degree in Sports, Coaching and Physical Education 
presented the opportunity for me to spend three years studying the complicated literature 
encompassing pedagogy, particularly in relation to Sport and PE. In my undergraduate 
dissertation, I explored the application of non-traditional methods into Physical Education 
practice with inconclusive results and presented a summary that non-traditional methods may 
not be appropriate to Physical Education, concluding barriers to implementation. I read 
numerous papers documenting different non-traditional methods as theoretically superior to 
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one another, described in complex language without the practical application through 
understanding and delivery. I sought to understand the overlapping complexity of non-
traditional methods and through exploring them in detail; I created a spider-web diagram to 
demonstrate the overlapping entities of the concepts.  
 




The complexities considered in this diagram highlight some of the difficulties faced by 
teachers in the application of complex concepts who do not necessarily specialise in PE prior 
to their education training. Therefore, through my Master’s thesis, I hope to consider the 
complexity and practical difficulties faced by teachers in implementing non-traditional 
approaches into Physical Education, in addition to the alternative factors affecting teachers 




1.1 What is the purpose of Physical Education? 
Physical Education (PE) is intended to be an opportunity to educate every child through a 
broad range of activities in order to master the necessary skills, balance and coordination, 
towards lifelong participation in physical activity (PA; Department for Education, 2013). 
Progressing from Jewett et al.’s (1971) understanding of PE in two concepts, purpose-
orientated, encompassing movement and process-orientated, considering movement skills; PE 
has advanced towards encompassing and truly understanding of what is considered Physical 
Literacy (PL). Described by Tremblay and Lloyd in (2010) as a relatively new concept, PL 
sought to become a clear, key outcome of PE curricula if it could be clearly defined. 
Whitehead (2013a; p26) sought to overcome this challenge, defining PL as: 
‘The ability to identify, understand, interpret, create, respond effectively and communicate, 
using the embodied human dimension, within a wide range of situations and contexts. 
Physical Literacy involves a continuum of learning in enabling individuals to achieve their 
goals, to develop their knowledge and potential, and to participate fully in their community 
and wider society’. 
Through this understanding, PL, holistic in definition, progresses past the previous motor 
movement understanding of PE, considering the complete embodiment rather than a 
separation of the mind and the body (Bailey et al., 2009). The integrated understanding of the 
mind and body not only contributes towards physical benefits but also understands and 
positively enhances social and cognitive development in addition to academic achievement in 
children (Bailey et al., 2009). Although discussed through differing terminology such as the 
positive youth development perspective, a holistic approach to PE is recognised by Weiss 
(2011) as the potential to equip children with the necessary skills, competencies and values 
towards being productive, socially conscious and healthy members of society. Overall, the 
key understood element is the holistic approach, encompassing the body and mind as one 
(Bailey et al., 2009) and considering the physical, social and mental importance of PE 
collaboratively. Therefore, the research does not seek to improve upon the definition provided 
by Whitehead (2013a; p26) for PL and supported through the referenced literature (Bailey et 
al., 2009; Weiss, 2011), instead accepting the definition as viable for academic understanding 
of PL in the purpose of this research.  
 
Furthering against criticisms and to support the understanding of PL, Whitehead (2013b) 
argued to support not only the current definition of PL, but additionally the use of the words 
‘Physical’ and ‘Literacy’ as terminology to define the concept. Physical, while without dualist 
connotations, was selected because PL provides an undisputable physical dimension, 
 5 
harmonised with all other human capabilities (Whitehead, 2013b). Literacy was concluded in 
preference to competence, ability or skill, due to its ability to provide a concept perpetuate 
towards dualistic attitudes and therefore the interactive significance of embodiment 
(Whitehead, 2013b); embodiment understood as the integration of mind and body in holistic 
approach rather than the two as separate in nature. However, although the linguistic choice for 
PL provides an interesting debate, it contributes little towards changing the quality of PE 
provision. Instead, highlighting the continuance of superiority debates within academic 
literature towards defining or justifying PE theoretically, rather than practical improvements. 
The requirement for attention specifically to PE rather than justifying its existence 
discursively and pedagogically was deemed necessary by Evans (2004) in order to move 
away from unproblematic assumptions without consideration for the specific improvement of 
PE for children.  It is of importance to understand that one of PE’s academically considered 
purposes is to educate along the journey of PL towards lifelong participation in PA through 
complete embodiment rather than separation of the mind and body in a dualistic approach. 
However, despite the academic understanding presented by Whitehead (2013a; p26) and 
accepted in the literature (Bailey et al., 2009; Weiss, 2011), in situ, the reality of PE in a 
classroom can be very different to the academically considered model for which, the scope 
and impact in practice is currently unknown.  
 
1.2 Primary Physical Education  
The potential gap between the academically considered notion of PE and PE in practice has 
implications across the entire education spectrum but it is arguably compounded at primary 
age where teachers typically do not focus solely on PE as a subject specialism. Instead, Smith 
(2007) considered primary teachers to be prepared more generally across the whole 
curriculum for teaching rather than specialising during teacher training. For a primary school 
teacher who may have specialised in an alternative subject prior to entering teacher training, 
the gap between their current understanding and required understanding to deliver PE lessons 
to a high standard is furthered by the lack of clarification in the literature. There has been a 
recognised move from traditional methods of teaching such as the behaviourist approach 
through repetitive without context, drill-based methods of teaching towards a non-traditional 
approach academically (Tan et al., 2012). Practically the implementation of non-traditional 
methods into PE has had difficulty with continuity and success (Jess et al., 2011) despite the 
recognition that non-traditional methods have the possibility to be a beneficial underpinning 
in approach for PE (Atencio et al., 2014). Specifically for primary teachers, Smith (2007) 
noted the small percentage of specific pedagogic content knowledge applied to practice 
during teaching despite a range of topics featuring throughout the education-training course. 
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Non-traditional methods can provide students with a holistic education, encompassing social, 
physical and cognitive learning outcomes (Dyson et al., 2004) but whether a method is 
theoretically beneficial or not, if the method cannot be presented in an understandable manner 
and achieve the results practically, teachers are unlikely to adopt the approach. Smith (2007) 
highlighted the centrality of pedagogic knowledge and skills for a primary teacher but despite 
the understood requirement, teachers are often not prepared by the education they receive 
prior to teaching to deliver the lessons following the approach, leading to the teacher resorting 
back to traditional approaches to achieve the necessary results. Georgakis and Light (2007) 
highlighted the necessity for improved teacher training in delivering non-traditional methods, 
by demonstrating improved teacher confidence through delivering via a non-traditional 
method and subsequent progression in approach after the pedagogues completed a unit of 
study in the approach. However, despite the frequent documentation that teachers are not 
confident in delivering and achieving the necessary outcomes via alternative, non-traditional 
methods, through failure in implementation (Jess et al., 2011; Pill, 2014), there is a lack of 
research specifically exploring the disconnect between academic theory and practical 
application towards providing a holistic approach to PE.  
 
Kirk (2005) among other authors recognised the structural issues with primary PE leading to 
the ineffective learning of movement in children prior to progression to secondary school 
over 10 years ago but despite the understanding for improvement, there has been little change 
to the delivery of PE or the training of teachers to deliver PE. There has however, been a 
demonstration of neoliberal change within PE through the use of funding to outsource 
teaching to private companies to improve performance without the necessary equivalent 
training to teachers. Through sums of Treasury and Lottery money allocated towards school 
and PE projects, an aim was set of providing two hours of ‘high quality’ PE for 85% of 
children in school by 2008 (Houlihan and Green, 2006). Despite positive intentions, the use 
of outsourcing through funding marks as a response to neoliberalism and potentially the de-
professionalisation of PE (Macdonald, 2011), providing only a limited solution to the delivery 
of PE in the short-term. Neoliberalism is understood by Thorsen (2010) to describe the 
demands for market deregulation with public sector reforms changing previous government 
agencies towards private companies through the age of neoliberalism or the shaping of the 
current world. Through understanding the current neoliberal change toward privatisation, 
examples can be presented through the current use of funding for employing private 
deliverable companies within PE. Despite the use of perceived specialist teachers towards 
improving PE, the consistency of the use of funding and its application towards improving PE 
leading to the subsequent level of PE delivered differing greatly between schools. 
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1.3 Teaching or Coaching – are they the same? 
The use of external, perceived specialist teachers, often coaches, opens a further debate 
presented academically through the complexity and use of language throughout literature in 
relation to PE leading to concepts often used for both teaching and coaching literature without 
defining a difference. Teaching, although separate from coaching in definition; for the 
purpose of this research the pair will be viewed interchangeably in relation to the literature. 
The rationale behind this is supported by Siedentop (1990: pg. 316) who accepted teaching 
and coaching as alike under the term of sport pedagogy; defining pedagogy as a process for 
pedagogues aspiring to achieve the outcome objectives within the context of fitness, PE and 
sport-education. Light and Fawns (2001) and Light and Wallian (2008) further demonstrate 
the acceptance of teaching and coaching as alike in concept through their approaches in the 
literature; using teaching and coaching interchangeably throughout their papers. Further to 
this, Storey and Butler (2013) consider teachers, coaches and researchers together; in addition 
to Chow (2013) who discussed the manipulation of constraints within nonlinear pedagogy in 
reference to both a coach and teacher. Although teaching and coaching are fundamentally 
different due to the different purposes of both PE and Sport, the two are alike in concept when 
exploring the method of approach from a theoretical perspective of learning. For the purpose 
of this research teaching and coaching literature, particularly in relation to constructivism, 
nonlinear pedagogy and alternative non-traditional methods, the research will be adapted to 
the teaching or pedagogue context to prevent further confusion through the use of terms 
throughout the research.  
 
1.4 The thesis  
Through the thesis, I seek to further explore the literature on PE, policies and teacher training 
for primary PE, the foundation for movement throughout life. It is well documented that 
improvements are required in PE to achieve the desired benefits (Kirk, 2005) with strategies 
to improve PE taking a neoliberal stance (Macdonald, 2011) rather than providing a long-
term, sustainable solution. Studies frequently state the errors of implementation in non-
traditional methods (Jess et al., 2011), focusing on the exampled issues of the theory rather 
than the teachers’ requirements for successful delivery with complex and conflicting research 
presenting further difficulties for research into PE. Through the importance of pedagogic 
knowledge for teachers (Smith, 2007), instead, the research will take a holistic approach to 
explore the difficulties in primary PE through understanding the disconnect between 
academic literature and practice when seeking to encompass all aspects of PE towards 
effective improvement. Through focusing the research on primary PE, the individual 
requirements of children in achieving the necessary physical, social and mental skills for 
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lifelong participation in PA will be considered, in addition to the required support by teachers, 
schools and families towards achieving this aim. More specifically, the research will explore 
the understanding of PE and its application through the teacher’s perspective of English 
primary schools towards exploring the necessary improvements of PE in greater depth.  
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2.0 Literature Review 
2.1 What research is required for improvement in Physical Education? 
Throughout history, PE has changed in its purpose as defined by the Government, in addition 
to the academic research surrounding PE. PE was introduced as a foundation subject in the 
National Curriculum in 1991 (Houlihan and Green, 2006); leading to differing areas 
highlighted as focal points and necessary reasons for improvement. Despite PE’s 
establishment within the curriculum, (albeit with less curriculum time than subjects 
traditionally considered ‘academic’ such as Mathematics, English and Science) and its 
recognised benefits, PE has previously sparked debate regarding its status as a ‘school 
subject’ (Kirk, 2013). However, some teachers, for example those interviewed by 
Tsangaridou (2008), believe that PE has the same value for children as other curriculum 
subjects and therefore should have the same status within the school curriculum. Despite 
differing beliefs in PE’s academic status, positive experiences of exercise and PA within PE 
are essential to the development of healthy lifestyle behaviours continuing in adulthood and 
the subsequent reduced health risks (Jenkinson and Benson, 2010). Therefore, the 
understanding of PE’s status within the curriculum is imperative towards the comparable 
importance placed upon it and engagement by teachers and children alike. The quality of the 
PE provided through the provision of the curriculum, particularly in delivery, is vital towards 
continued participation in Physical Activity (PA) and towards physically educated individuals 
(Jenkinson and Benson, 2010), and therefore an area for common critique within academic 
literature. It is perceived that schools as a learning environment have the ability to equip 
children with the necessary attributes for a healthy lifestyle, but this is reliant on the quality of 
the programs within schools to ensure the opportunity is presented to effectively educate 
towards physically literate individuals (Jenkinson and Benson, 2010).  
 
Evans (2004) stated that physically educating ‘the body’ had virtually disappeared from the 
discourse of PE; and academic research studies reduced components of PE (for example, 
motivation, fitness, talent, performance) in assumptions to such an extent that there was little 
consideration towards the nature of PE prior to the re-conceptualisation through 
understanding PL. The teacher has a significant impact on the children they teach, with 
students’ constructions influenced by the teacher’s beliefs around teaching, strategies and 
gender particularly when teaching is understood from a non-traditional perspective of 
developing constructions (Chen and Rovegno, 2000). These constructions include a sense of 
difference and inclusion as suggested by Fitzgerald (2005) who highlighted the difficulty of 
imposing differing beliefs onto children who are less able, creating a perceived limit 
regarding the children’s achievement. These developed attitudes contributing towards the 
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child’s lifelong perception of PA, accentuate the requirement of a positive experience in PE 
as a vital component towards leading a healthy lifestyle (Stevens et al., 2008). Flintoff and 
Scraton (2001) explored the views of girls participating in PE, concluding a common belief 
from the girls that PE was a break from academic work rather than a subject worthwhile in its 
own right; a concern supported by Kirk (2013) regarding PE’s place within the curriculum 
with the current understanding of PE. The purpose of school PE was determined less clear in 
comparison to its objectives than the purpose of PA, with PE considered as a chance to 
participate in a social environment and learn new skills (Flintoff and Scraton, 2001) rather 
than an essential subject required for physical competency and movement throughout life. 
Internationally, limitations have been placed on PE through the inability to break away from 
physical training and competencies in separation of the cognition accompanied (Pill, 2014). 
Despite recognition that knowledge and understanding is the most valuable aspect within any 
field of education, PE has continued to struggle to encompass this understanding alongside 
the physical component (Pill, 2014).  
 
Although Flintoff and Scraton (2001) explored attitudes towards PE at a secondary level, it is 
evident from the unclear purpose of PE, that children are additionally not aware of the vital 
importance of PE at a primary level despite a now progressing recognition of importance 
emerging by some teachers as research advances (Tsangaridou, 2008). Exampled by this 
research, focus has turned towards motivation for participation and delivery of PE rather than 
specifically the content of the curriculum. This change is justified by Tsangaridou (2008) who 
explored teachers’ beliefs to provide opportunities for students to develop their psychomotor, 
cognitive and affective skills, viewing PE as a subject of correlating importance as core 
subjects within the curriculum, rather than solely a chance for play. While positive, the 
research by Tsangaridou (2008) only drew upon two teachers’ views, rather than a 
representative sample. However, the changing discourse and differing use of terminology in 
relation to PE provides further confusion for both academic research and education 
pedagogues alike. Through their relating factors, sport and health have displaced talk of 
education and changed the understanding of ability, educability and educe within PE, 
conceptually affecting the actions of teachers and the discourse associated with PE in addition 
to the educational ideals (Evans, 2004).  
 
2.2 Defining terminology in relation to Physical Education 
In order to effectively discuss PE, it is necessary to firstly define PA and PE as separate 
concepts. Caspersen et al. (1985) defines PA as ‘any bodily movement produced by skeletal 
muscles that results in energy expenditure’. Through utilising this definition, there are many 
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activities included within PA in daily life, which can be categorised into occupational, sports, 
conditioning, household, or other activities. Examples of household activities, including but 
not limited to, walking with heavy shopping bags, housework and cooking (Wendel-Vos et 
al., 2003), in comparison to occupational activities in exemplar waiting on tables, grooming 
farm animals or delivering post. In essence, PA is considered as any physical movement 
requiring energy. In comparison, the definition of PE is less clearly defined, with the term 
often misused not only in relation to PA but additionally in describing sport or exercise. Cited 
in the Cambridge English Dictionary, PE is defined as ‘classes at school in which children do 
exercise and learn to play sport, or the area of study relating to such classes’. Academically, 
however, Bailey (2006) defined PE as the ‘area of the school curriculum concerned with 
developing students’ physical competence and confidence, and their ability to use these to 
perform in a range of activities’. Bailey (2006) offers a robust definition as part of the review 
of the benefits and outcomes in PE and sport in schools; with Bailey (2006) cited across 
numerous recent articles included but not limited to Van den Berghe et al. (2014) and Kirk 
(2013). Using the terms in collaboration, Mersh and Fairclough (2010) consider PE to be the 
formal, structured school context for PA promotion through engagement of appropriate 
activities, providing separation between the two commonly interlinked terms by the essential 
factor that while PA can educate an individual, it is primarily a motor-movement action in 
comparison to PE where the main purpose is to educate children and develop. This 
differentiation supports research into PE, separating social, mental and physical benefits of 
PE, apparent in both PE and PA, from the educational purpose of PE. Highlighted through 
Allender’s (2006)’s study, where despite an aim to explore the participants' experiences of 
‘sport’ and ‘PA’, ‘PE’ was additionally used as one of the search terms to find relevant 
journals; the nuanced difference between PE and PA is often lost within the educational 
discourse in addition to academic literature leading to disparity and confusion through the 
interchange of terms. 
 
Further confusion is added to the definition of PE through the interchanging of terms within 
research, providing difficulty in clarifying whether the research explores the benefits of 
participating in PA for school children, the benefits of PE or the benefits and characteristics 
of sport. Galloway and Jokl (2000) state benefits of PA including reduced risk of coronary 
artery disease, hypertension, diabetes mellitus, premature mortality from stroke and some 
forms of cancer. While PE can additionally have these benefits, the specific purpose of PE is 
harder to locate within the literature. The broad spectrum of aspects covered has led to a focus 
on sport and health rather than educating for the fundamentals of movement, the academically 
perceived primary purpose of PE. Bailey (2006) determines the outcomes of PE and Sport to 
be understood in 5 domains of child development, physical, lifestyle, affective, social and 
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cognitive, reinforced by the understanding published by the National Association of Sport and 
Physical Education (NASPE) (American Kinesiology Association, 2015). Bailey (2006) 
additionally demonstrated the common misplacement of the word Sport in relation to 
educational systems, commonly used as a general descriptor of PE and PA. However, PE can 
be defined with further clarity through its objectives outlined by the Department for 
Education (2013). Furthering the differences between PE and PA, the aims for PE outlined by 
the Department for Education (2013), include developing competence to excel in a broad 
range of physical activities, to be physically active for sustained periods of time, to engage in 
competitive sports and activities and to lead healthy, active lives for children. Specifically for 
Key Stage 1, children are taught to master basic skills in addition to developing balance and 
coordination both individually and with others (Department for Education, 2013). They are 
additionally required to participate in team games while developing simple tactics for 
attacking and defending and perform dances using simple movement patterns (Department for 
Education, 2013). Through the aims outlined, Pill’s (2014) understanding of the concerning 
separation of cognition from PE offers the clear difference between PE and PA. PE has an 
educational purpose where children are ‘taught’ and ‘develop’ skills accompanied through the 
development of understanding and knowledge rather simply participating in movement that 
exerts energy.  However, the historical tendency within PE for knowledge separation through 
singular motor skill development or sport specific rules strays from the educational element 
of PE, required learning for psychomotor performance (Pill, 2014). The separation of 
cognition through traditional approaches to teaching in PE leading to a greater relation to PA 
than the educational purpose of PE, underpins the confusion within discourse between the two 
definitively different terms. 
 
2.3 Primary Physical Education  
Defining the objectives of PE, particularly at primary level, presents further difficulty due to 
the lack of academic literature defining the objectives necessary to effectively discuss PE. For 
primary teachers, the limited (3-page) document (Appendix 8.1) by Department for Education 
(2013), in regard to the PE curriculum for both Key Stage 1 and 2 provides little insight into 
specific outcomes or objectives; instead, providing a broad overview as to the general areas 
that should be covered. This broad overview, without definitive terms and explanation allows 
for ambiguity and differing interpretation by teachers, who may have had limited experience 
of PE, in the requirements toward physically educating children. The formal objectives of PE 
differ between countries but reference is commonly made to the development of physical 
skills, psychological and cognitive abilities, social skills and educating towards the continued 
ability and understanding to participate in PA outside of curriculum and throughout life 
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(Mersh and Fairclough, 2010), encompassing the understood definition of the PL journey by 
Whitehead (2013a; p26). While ‘sports’ are incorporated within the aims of PE through the 
English PE curriculum document, the term ‘engage in competitive sports’ provides little 
clarity as to what this constitutes, providing no reference linkage to the use of competitive 
sports, teams games or their frequency within lessons. Academically, scholars such as Bailey 
et al. (2009) and McKenzie et al. (1997) discuss the long-term benefits of PE but provide 
little insight into the necessary outcome objectives of PE to achieve these benefits. There are 
doubts, accentuated by rising obesity rates, as to whether PE achieves its planned objectives 
referenced in the literature for the last twenty years, with a continued reducing number of 
studies exploring PE’s objectives instead, there is a greater emphasis on the methods of 
delivery in PE currently (Kowalski et al., 2005; Flintoff and Scraton, 2001; Jones and 
Cheetham, 2001; Woodhouse, 1996). Jones and Cheetham in (2001) highlight a continuing 
debate, whether the objectives are understood and achieved by the pupils the curriculum is 
designed for, justifying for further research analysing the curriculum, or more specifically, the 
application of the curriculum through methods of delivery.  
 
While PE is recognised for its benefits (Bailey, 2006; Bailey et al., 2009), there are a limited 
number of academic papers discussing specifically what these benefits are for PE separate 
from health, Sport and PA. Development of children’s fundamental movement skills and 
physical competences, leading to a healthy lifestyle and participation in PA later in life 
(Bailey, 2006) are key outcome benefits of PE. Primary PE has many factors contributing to 
its importance, including the importance in early years of preventing patterns of inactivity 
from starting early in life (Galloway and Jokl, 2000). Children learn lifestyle behaviours from 
an early age, with prevention and intervention of obesity in children perceived as more 
successful than adult interventions (Steinbeck, 2001). Although lifestyle change is possible in 
adults, it requires far greater, consistent effort with adult interventions typically having poor 
outcomes (Steinbeck, 2001). In Georgakis and Light (2007)’s study, the participants reported 
generally positive experiences of playing games in primary PE, with the majority of negative 
experiences resultant of the transferal to competitive sport in secondary school. Despite the 
view that secondary school offers negative experiences of PE (Georgakis and Light, 2007), 
Kirk (2005) recognised the structural issues with primary PE leading to the ineffective 
learning of movement outcome prior to the progression to competitive sport in secondary 
school. It can be concluded that the behaviours developed during childhood, educated through 
PE and school life are key to children’s quality of life in later years, highlighting the 
requirement for research specifically exploring primary level PE. Despite the recognised 
benefits of PE, there are growing concerns over disengagement of pupils in PE with 
exploration required into children’s learning recognising the significance of motivation 
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(Bignold, 2009) towards the potential of achieving the suggested benefits and improved PA 
levels of children.   
 
2.4 The need for improvement in Physical Education as perceived by the Government  
PE is one of the most commonly separated by sex subjects within the school curriculum, 
arguably leading to beliefs that PE contributes towards the social construction of 
homogeneous gendered categories (Kirk et al., 2006, pg. 768), with ‘traditional’ sports played 
within PE a demonstration of hegemonic masculinity from their initial design and creation for 
men (Connell and Messerschmidt, 2005). Differentiated in terminology and clarified in 
distinction in the 1970s, the biological separation of sex and the social construction of gender, 
has initiated a critical evaluation of PE, particularly in examining the psychological 
understanding of girls due to the perceived gender differentiation in ability (Kirk et al., 2006, 
pg. 768). However, research progresses further than examining the difference between sexes, 
with the presence of gender inequality in PE further supported by Gorely et al. (2003) who 
concluded girls are underserved by the existing provisions in PE, demonstrating the necessity 
for an urgent reform in the current teaching system. It is evident that young boys are more 
active than young girls at primary school age with a further widening of the gender gap with 
age (Slater and Tiggemann, 2011), correlating with the understanding by Gorely et al. (2003) 
that girls are underserved in PE towards developing the skills and attitudes towards lifelong 
participation in PA. Despite increased participation of young boys in PA, the current need for 
improvement within PE is not limited to girls, with obesity issues, a lack of participation, and 
differing PL abilities evident in both sexes in Verloigne et al. (2012). Improvements in PE are 
required across both sexes to ensure the development of healthy lifestyle behaviours in 
children continue to adulthood and translate into reduced health risks through the PA habits; 
the requirement for improvement has led to a greater emphasis placed on PE and schools 
subsequent PA provisions towards improving both PE and participation in PA (Jenkinson and 
Benson, 2010).  
 
Kirk in (2006) highlights a rising obesity crisis across Australia and England, with the rising 
obesity in children deemed to be resultant of the current PE system, while being additionally 
reliant on PE for the possibility of a solution to the crisis. Obesity, referring to an excess of fat 
is a greater concern than being overweight, with an overweight classification referring to 
body weight being in excess of a fixed standard rather than an imminent health issue (Kirk, 
2006). Results from Public Health England (2016) revealed that in 2014 61.7% of adults were 
overweight or obese. Wang et al. (2012) predicted obesity cases to rise by a further 11 million 
adults in the United Kingdom by 2030 with the growing obesity rates in children posing a 
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threat to the National Health System, not just to the children’s health; in 2006, physical 
inactivity cost £0.9 billion, a small figure in comparison to the £5.1 billion in overweight and 
obesity costs for the National Health System (Scarborough et al., 2011). Tremblay and 
Willms (2003) examined the relation of obesity to physical inactivity of children; concluding 
there not only to be a correlation between lack of PA and obesity, but also, a correlation 
between the greater benefits of involvement in unorganised sport in comparison to organised 
sport. Through controlling factors such as gender, family structure and socioeconomic status 
previously criticised as influential, Tremblay and Willms (2003) determined PA and 
sedentary behaviour partially accountable for the association of high socioeconomic status 
and two-parent family structure with the likelihood of being overweight or obese. Despite the 
situational and socio-economic limitations recognised, it is widely concluded that physical 
inactivity is contributing towards obesity, and that PA opportunities should be increased 
while decreasing sedentary behaviour as a means of controlling the childhood obesity 
(Tremblay and Willms, 2003). Improvements are required to educate and provide 
opportunities for the development of skills, subsequently improving health and reducing 
obesity rates through increased participation. In addition to obesity, however, for men, the 
risk of becoming a regular smoker later in life was substantially reduced if they participated 
in daily PE at primary level with Trudeau et al., (1999) predicting further health benefits if 
health education was included in addition to the PE provided. Allender et al. (2007) stated 
that only one third of men and a quarter of women met the UK government targets for PA 
despite the understanding that a lack of PA increases the risk of a number of diseases. The 
recognised requirement for increased PA demonstrates the necessity for improvements in PE, 
educating individuals to enable lifelong participation in physical activities through developing 
the fundamentals of movement. 
 
However, PA is reliant on further factors for increased participation; Lubans et al. (2010) 
whose research focused on the fundamentals of movement, proposed investigation into the 
hypothesis that ‘children with higher motor skill proficiency will have higher levels of fitness 
and perceived sports competence, which in turn predicted greater participation in physical 
activity’. The study explored the overviews of previous studies but did not generate data 
supporting the relation between competency and the proposed potential benefits as a 
correlation. However, Logan et al. (2012) determined that the development of fundamental 
movement skills was associated with positive health-related outcomes in children, perceiving 
that skills need to be learned, practiced and reinforced as children to not develop the 
fundamentals of movement naturally through maturational processes. As an outcome 
objective of PE to develop PL, the fundamentals of movement are essential and key to 
successful PE during the basic stages of movement and subsequently reducing inactivity in 
 16 
adults. The marginalisation through the lack of cognition within traditional methods separates 
PE from its education purpose through the lack of application of understanding and 
knowledge accompanying the physical components (Pill, 2014). In contrary, this 
understanding supports research into alternative methods of delivery to improve PE, 
exploring non-traditional methods, allowing for students to be presented with opportunities 
with a greater potential for development in PE; learning through engagement in realistic and 
complex challenges for meaningful problem based solving (Chow et al., 2007). However, 
changing the methods of teachers can be problematic, particularly when implementing a 
curriculum, with numerous factors affecting successful implementation including previously 
learned approaches to the curriculum, the learning culture and teacher’s values (McCaughtry 
et al., 2004). Therefore, research is required exploring teachers experiences and 
understanding in order to successfully improve PE to meet its objectives, rather than broadly 
improving health as previously understood as the purpose of PE (Gard and Wright. 2001). 
Through improving PE to achieve its objectives, improved participation in PA may be 
achieved and subsequently impact the obesity rates in England.  
 
The International Council for Physical Education and Sport Science claims that PE and 
school sport help ‘children to develop respect for the body – their own and others’, 
contributes towards the integrated development of mind and body, develops an understanding 
of the role of aerobic and anaerobic physical activity in health, positively enhances self-
confidence and self-esteem, and enhances social and cognitive development and academic 
achievement’ (Bailey et al., 2009). To progress children within PE to lifelong participation in 
PA, teachers are expected to not only develop the motor skills in children, but additionally, 
inspire the continued participation of life-long personal and social responsibility through the 
joy of movement (Storey and Butler, 2013). The promotion of psychological development 
adjoining to the requirement for physical development provides children with the abilities, 
competencies and values to understand and thrive as productive, socially conscious and 
healthy members of society (Weiss, 2011). Trudeau et al. (1999) evidenced the positive 
correlation between daily PE at a primary school level and exercise habits of women later in 
life despite having similar perceived barriers and attitudes towards participation. It is evident 
that PE has the potential to provide significant benefits to both woman and men alike, 
additionally reliant on the teacher to achieve these objectives at primary level to inspire 
continued participation in movement and PA. Therefore, the research will explore PE across 
both genders, justified by the requirement for improved PA levels across both genders.  
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2.5 Policies reflecting the Government’s requirement for improvement in PE 
McKenzie et al. (1997) referenced the requirement for improvement in PE as a goal for both 
professional organisations and public health organisations, but despite its recognition in the 
literature and reflections within policies, there have only been short-term improvements to 
PE. In the 1980s, the media and political engagement sparked an unusual political interest in 
PE, contributing towards a public debate around competitive sport and the content of the 
National Curriculum in relation to young people (Houlihan and Green, 2006). Policies in 
relation to PE received increased attention, particularly due to their impact in improving PA 
levels, physical fitness and obesity prevention (Sanchez-Vaznaugh et al., 2012). Although 
policies seek to achieve change through influencing PE, their success is primarily dependent 
on mechanisms in place to ensure compliance by schools (Sanchez-Vaznaugh et al., 2012). 
The decision to include PE as one of the foundation subjects within the school curriculum 
was greeted with relief according to Houlihan and Green (2006); due to the substantial sums 
of Treasury and Lottery money allocated to school sport and PE projects in addition to the 
monitoring by the Prime Minister’s Delivery Unit that all schools deliver two hours of high 
quality PE per week. However, the policies sort to overcome rising health concerns through 
increasing and unifying the quality of PE children experience within schools to achieve the 
proposed objectives towards PA and obesity prevention rather than encompassing and 
developing the holistic approach demonstrated within the literature.  
 
The Physical Education, School Sport and Club Link Strategy (PESSCLS) funding provided 
an essential investment into PE and youth sport but Kirk (2005) demonstrated the funding 
would only have limited impact on the long-term outcomes desired rather than inspiring 
lifelong participation in PA. Kirk (2004) additionally argues that the PESSCLS strategy was 
unable to address the recognised issues within PE due the absence of a research base and 
agenda grounding the strategy; demonstrating the requirement for a greater understanding of 
PE in order to effectively utilise funding. Despite the introduction of policies and initiatives, it 
is evident that the same concern towards the National Curriculum of PE is highlighted as a 
focal issue (Griggs, 2007) despite McKenzie et al. (1997) stating the requirement for 
improvement 10 years before. This demonstrates the difficulties PE has faced in 
improvements despite PESSCLS, including a variety of initiatives aimed at raising the levels 
of participation in school sports, with the differing nations within the United Kingdom using 
the funding across a variety of different methods to promote the subject within their own 
contexts (Bailey et al., 2009).   
 
For children in the UK to achieve continued PA in later life, the Association for Physical 
Education’s (2008) statement paper explicitly advocates children’s participation in 
 18 
appropriate amounts of PA during PE classes. The UK Chief Medical Officer’s Guidelines 
(2011) provided further guidance towards leading a healthy, active lifestyle, recommending a 
minimum of 60 minutes of moderate to vigorous PA per day. Under new policies, schools are 
required to provide a minimum of 30 minutes of PA per day, separate from PE but allowing 
PE to contribute towards the daily total. Strong et al. (2005) provides further collaborative 
evidence to the new policy implemented, concluding children ‘should participate daily in 60 
minutes or more of moderate to vigorous PA that is developmentally appropriate, enjoyable, 
and involves a variety of activities’. These discrete periods of the day for direct and indirect 
promotion of PA are key to improving PA among children, in addition to travel to and from 
school with PE as the facilitator for continued participation in PA (Mersh and Fairclough, 
2010). Although it is suggested the required daily PA can be achieved through break times 
and PE classes in addition to before and after-school programs (Strong et al., 2005; Pate et 
al., 2006), the requirement for increased PA cannot replace PE due to its differing purpose. 
Despite the promotion and participation element, PA does not educate towards lifelong 
participation on the journey of PL to the same degree or purpose as PE but instead, 
encompasses all activities including energy expenditure, with educational aspects a secondary 
benefit rather than the primary purpose of PA.  
 
2.6 Delivery of Physical Education currently 
As professionals, teachers, by definition, hold a specialised body of knowledge in their 
subject area (Furlong et al., 2000), although this is a somewhat dated definition not 
considering the transferal of knowledge or defining the level of specialisation across each 
subject prior to starting teaching. Postgraduate Certificate in Education (PGCE) students often 
only receive six to eight hours of PE provision during their training or as referenced by 
Faulkner et al. (2004), there is a tendency for primary teachers to have a specialisation in an 
alternative subject altogether than PE. This has led some teachers to believe they are 
insufficiently qualified to teach PE, with the perceived inability in teaching PE resulting in a 
lack of confidence in the subject (Morgan and Hansen, 2008). The lack of PE training for 
teachers is supported by Carney and Guthrie (1999) who documented 10 to 20 hours of the 
Scottish PGCE courses focused on PE in addition to stating training was deemed inadequate 
by training PE trainees.  
 
Research exploring the training of primary teachers is limited, perhaps because of an 
increasing normality for external PE service providers to be used or the lack of unified 
training for teachers. 142 universities in the United Kingdom offer an undergraduate degree 
containing Sport in the title for 2017 as demonstrated by a UCAS search for ‘Sport’ courses. 
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Of these universities, multiple course options are available, differing from university to 
university. The qualifications required for entry onto PGCE courses are standardised, 
requiring a C at GCSE in Maths, English and Science for primary level and an Undergraduate 
degree for entry onto a PGCE (Department for Education, n.d.). However, no previous 
teaching experience unless stated by the University is required, potentially leading to much of 
the teacher’s experience of teaching gained within their one-year PGCE course. The 
requirements listed (Department for Education, n.d.) also demonstrated that unless specialised 
within the Undergraduate Degree, prior to PGCE, the individual may only understand the 
subject area to GCSE standard. This raises concerns for the ability for PE to achieve its 
objectives if the classroom teacher has limited knowledge or experience of the subject, 
particularly through the lack of uniformed standard through the many different routes a 
teacher can take to achieve the same status.  
 
Thornton et al. (2002) considered the reasons students choose to train as teachers with 
enjoying working with children and a high job satisfaction as major reasons for the decision 
to continued teaching. However, reservations were also noted in the teachers perceived ability 
of themselves in achieving the required standard within teaching which subsequently resulted 
in the reduced confidence of teachers (Thornton et al., 2002). Further to this, Morgan and 
Hansen (2007) concluded that inadequate training, insufficient equipment and facilities, low 
levels of expertise and confidence, and time constraints were difficulties perceived by 
teachers when approaching PE. Primary school teachers have experienced many issues with 
implementing PE strategies previously provided to assist in delivery, with many deemed 
insufficient or inadequate in helping with the delivery of quality PE (Morgan and Bourke, 
2005). Allender et al. (2006) concluded that young children were more likely to participate if 
the activity is more enjoyable, ranging in activities and they are not being forced to be 
competitive and win. Progressing into adulthood, negative experiences of school PE lessons 
in addition to anxiety and lack of confidence were recognised as influential reasons for not 
continuing with PA (Allender et al., 2006). Negative student experiences in PE lessons was 
first highlighted as a reason for not participating in PA by children in early secondary school 
(Allender et al., 2006), demonstrating the importance of a positive experience in primary PE 
for children for continued participation in PA.  
 
Although it is acknowledged that regular PA habits lead to healthy lifestyle, there has been 
limited research into the pedagogical approaches best placed to ensure the health benefits are 
achieved later in life (Singleton, 2009). Motivation is an additional key factor to participation, 
with Chen (2001) viewing motivation as a major influence on the learning outcomes of 
students. Previously described aspects within the literature as the outcome objectives of PE 
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can be recognised through Whitehead’s (2013a; p26) description of PL as the motivation, 
confidence, physical competence, knowledge and understanding to value and take 
responsibility for engagement in physical activities in life, further strengthening the argument 
that educated children through the PL journey should be accepted as the primary purpose of 
PE. However, despite this understanding of PL, Moy et al. (2015b) particularly recognise 
how traditional methods fail children in PE on a physiological level through the lack of 
cognitive development in the repetitive games. The suggestion that the PE curriculum fails to 
teach the necessary social and psychological skills and abilities (Penney and Chandler, 2000) 
has led to a growth of research into non-traditional methods of learning in PE (Richard, 
2008). Aelterman et al. (2013) evidences the well-documented gap between Education 
material available and its practical application. The theoretical models available to teachers 
have a lack of practical value in their comparable use in a classroom situation with the 
differing challenges presented (Aelterman et al., 2013).  
 
2.7 Progression in theoretical conceptualisations 
Tan et al. (2012) noted a recognised move for teaching and learning in PE in academic 
literature, progressing from a traditional view where the teacher was placed at the centre of 
the learning experience to a student-centred approach, encouraging the discovery of 
knowledge and relevant skills in relation to the construction of knowledge. Traditional 
methods have previously prevailed above non-traditional methods due to the factual 
biological evidence of repetitive learning provided in presenting traditional method 
approaches, despite leading to lack of criticism towards the segregation within classes and the 
activities marginalising females (Singleton, 2009). Traditional methods, developed from 
studies exploring the student-teacher relationship, centred almost entirely on how specific 
behaviours from the teachers would lead to the students acquiring specific-matter knowledge; 
creating a distinctly behaviourist concept with the teacher at the centre (Fenstermacher, 
2001). This assumption of learning as a measurable process previously embedded into 
Western culture (Light, 2008), led to skills perfected in a drill environment before they were 
practiced in a game situation (Light, 2004) and continues to be a regular recognised practice 
in PE.  
 
Traditional methods follow a computerised-approach exampled by behaviourism, a paradigm 
where teachers shape students’ behaviour (Kirk and Macdonald, 1998) with a notably sudden 
paradigm shift to cognitive sciences through non-traditional methods (Bargh and Ferguson, 
2000). Despite the shift, traditional methods continue to be analysed against constructivist 
theories by scholars such as Weegar and Pacis (2012) and Singleton (2009), who stated the 
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dismissal of the behaviourist approach as a viable theory due to it not considering the mind of 
the learner as part of the learning process. Singleton (2009) drew from numerous sources 
(Kelly et al., 2000; Macdonald et al., 2002; Richardson, 2003) to determine that despite the 
significant volume of support around teaching the PE curricula, for the majority, non-
traditional, student-centred approaches were not chosen within the PE environment. For PE, 
in contrary to academic research, behaviourism continues to dominate with structured 
practices segmenting knowledge towards acquisition of motor skills in their simplest form 
(Mastrogiannis et al., 2014). However, the traditional approach with a decomposition of 
practice into sections such as warm, drills and cool down limits the learning opportunities 
available to the children in addition to only engaging children in practice for roughly a quarter 
of the time the PE class runs (Chow et al., 2009). The separation of parts in practice of 
traditional approaches limits learning because only activities that are performed in an 
environment representative of the performance environment will lead to a transfer and 
understanding of skills in the creation of knowledge (Chow et al., 2009). However, PE has 
been affected, although without immersion of the change of paradigm, with research 
exploring non-traditional methods such as constructivist theories within the field of PE, due to 
the advocated holistic approach to learning through conscious, cognitive engagement of the 
student within non-traditional approaches (Mastrogiannis et al., 2014).  
 
Moy et al. (2015a) further supports the progression from traditional teaching methods that 
have a too great focus on repetition of technical skills reproduced from demonstration of the 
teacher to a more contextualised approach of repetition. The central theme emerging towards 
improving practice has an aim of creating developing intelligence in thinking individuals to 
allow the critical re-creation of interpretive play through allowing individuals to make their 
own decisions (Moy et al., 2015b). However, the transfer to non-traditional methods has been 
an on-going process towards acceptance in practice, despite noted by Azzarito and Ennis 
(2003) as widely accepted in the field of education academically. Over the last twenty years 
the positive benefits have been acknowledged by various scholars, in example, Azzarito and 
Ennis (2003) and Cothran and Ennis (1999); who understood the social interactions and 
community involvement of constructivist approaches to be pedagogical goals used to enhance 
learning. Through a greater understanding of the non-traditional methods, nonlinear and 
constructivist methods, Teaching Games for Understanding and Game Sense were designed 
to provide a more efficient learning environment for students. The cognitive and physical 
engagement enabled within games such as Teaching Games for Understanding, developed 
from nonlinear approaches, has associated positive benefits such as the achievement reward 
through tactical decision making in addition to the social and emotional developments 
through the team environment created (Moy et al., 2015b). It was developed as a pedagogical 
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response through a perceived shortfall of approach for sport teaching and PE but despite the 
theories limitations and issues with practical implementation, it continues to be researched 
primarily within Australian schools (Pill, 2014). Harvey et al. (2010) suggested that despite 
Teaching Games for Understanding challenging the beliefs of coaches towards progression, 
the concept was only influential in parts of Teaching Games for Understanding rather than the 
teachers encompassing the whole concept.  
 
2.8 Understanding non-traditional methods  
Nonlinear pedagogy provides a framework (Lee et al., 2014) for teaching, with pedagogical 
practice following a nonlinear pedagogy philosophy underpinned by the principles of 
ecological psychology and dynamical systems theory (Renshaw et al., 2009). The 
performance and learning of an individual are constrained by the organism-environment 
system, ecological dynamics; a system reliant on the structure and physics of the environment 
in addition to the mechanics in relation to the individual and the specific task constraints 
(Chow et al., 2011). The rationale for the identification and manipulation of constraints for 
the individual provides the basis for the design of learning programs, based on the perspective 
that educators should guide learners to facilitate learning through pre-determined action goals 
(Chow et al., 2011). Nonlinear pedagogy has been investigated by scholars throughout the 
literature including Atencio et al. (2014) who explores the concept by practical examples of 
how complex and nonlinear pedagogies can underpin primary PE lessons through a more 
beneficial perspective. Nonlinear pedagogy is predicated on the conceptualisation of the 
learner in sport as a complex neurobiological system, exemplifying a nonlinear dynamical 
system in nature (Pinder et al., 2011). It is defined as the application of the concepts and tools 
of nonlinear dynamics to coaching practice through the manipulation of key task constraints 
on learners to facilitate learning (Renshaw et al., 2009). Reed and Hughes (2006) considered 
open (complex) systems in relation to sport; primarily ‘how patterns are formed in complex 
systems with small changes to the system prompting large (nonlinear) changes in the system’. 
Reed and Hughes (2006) explored the many degrees of freedom in a constant interchangeable 
state within the system and recognised that specific characteristics within dynamical systems 
were naturally observed within sport. Renshaw et al. (2009) further demonstrate how 
principles of dynamical systems, in addition to ecological psychology can underpin a 
philosophy of nonlinear pedagogy.  
 
Separated from the nonlinear approach within the literature, the concept of constructivism has 
developed within the literature, drawing from social constructivism by Vygotsky (1978) and 
Pigaet’s concepts to form an overall branch of constructivism with constructed learning 
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environments around the learner (Powell and Kalina, 2009). Although the two concepts 
presented by Vygotsky and Pigaet are fundamentally different, both theories follow the 
understanding that ideas are constructed from experience to create resonance for the learner 
(Powell and Kalina, 2009). Vygotsky (1978)’s approach was criticised for over-positivism in 
its initial stages (Abraham and Collins, 2011), but the underlying principles of the theory have 
enabled a highly effective method of teaching to evolve through the incorporation of 
collaboration between the learners and the resultant social interaction (Powell and Kalina, 
2009). Chen et al. (2007) further supports the acceptance of the constructivist theory by 
acknowledging the extensive research into cognitive processes to prove that learning and 
behaviour change are a holistic process, resultant from the learner actively engaging with the 
environment to construct knowledge, guided by the cognitive, physical and social constraints. 
 
Despite disparity between the exact definition of constructivism, it is commonly understood 
as the active involvement of learning, making meaning of abstract concepts by concrete 
experiences, in comparison to traditional methods where learning is passive through the direct 
transmission of knowledge (Cushion et al., 2010). Constructivism provides a framework for 
progression in PE but requires detailed research applied to PE in order to progress the 
concept. The basic definition of constructivism has led to notable advances in practice within 
the field leading to an increase in more student-centred approaches rather than teacher 
dominated (Cushion et al., 2010). The purpose of teaching from a constructivist perspective is 
to allow for students to problem solve to develop a deeper understanding of content and 
cooperative skills in relation to the task through correlating information they already 
understand with the new material (Chen, 2002). However, concepts such as Teaching Games 
for Understanding developed in relation or following the underpinning of nonlinear pedagogy 
and constructivism spark further debate. Despite recognising similarities between the 
concepts, Renshaw et al. (2015) define Constraints-Led Approach and Teaching Games for 
Understanding through their differences. 
 
Constraints, defined by Chow (2013) as providing the boundaries for exploration in the 
learner’s search for movement solutions afforded to the individual by the environmental 
workspace, although normally discussed within nonlinear pedagogy, overlap into 
constructivism as highlighted by Chen et al. (2007). Chow et al. (2007) discussed ‘The role of 
nonlinear pedagogy in physical education’ referencing both nonlinear pedagogy and 
constructivist approaches within the article. Both the concepts within the literature have 
overlapping defining qualities; the most prominent being the notion of athlete-centred 
coaching as essential to coaching practice accepted by both nonlinear pedagogy (Chow et al., 
2009; Renshaw et al., 2012) and constructivism (Roberts, 2011; Light, 2013) as a key 
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component for teaching philosophy. The expression of terms progresses further than just the 
original concepts, with teaching methods designed based on both constructivism and 
nonlinear pedagogy, the line becomes blurred for the underpinning theoretical concepts of 
methods, opening the possibility for nonlinear pedagogy and constructivism to be discussed 
as highly alike in concept. The clearest example is displayed through Teaching Games for 
Understanding, referenced as underpinned by nonlinear pedagogy (Tan et al., 2012) and 
constructivism (Light and Dixon, 2007). 
 
Aligning with the view from constructivism theories, the learner draws upon previous 
experience and knowledge to create resonance and understanding in learning experiences, 
Game Sense is also consistent with constructivism (Georgakis and Light, 2007). Stolz and Pill 
(2014) reference Game Sense as a further refinement of Teaching Games for Understanding 
in teaching, drawing upon Thorpe’s theory that the Game Sense incorporates more than the 
original version of Teaching Games for Understanding. The emergence of Teaching Games 
for Understanding prior to the development of substantial theoretical framework in 
comparison to Constraints-Led Approach, derived from Nonlinear Pedagogy based on 
theoretical verified concepts of ecological psychology and dynamical systems theory 
(Renshaw et al., 2015). The harmonious component of the theories however is the holistic 
approach, the role of a teacher with a powerful focus on learning activities in relation to each 
individual learner, leading to a prediction of a catalyst of research for pedagogical approaches 
to learning design due to these complementary approaches (Renshaw et al., 2015). The 
overriding theme demonstrated (Chow et al., 2009; Renshaw et al., 2012; Renshaw et al., 
2015) is that the differing concepts all maintain the key component of the learner at the centre 
of the learning experience, individually within a group setting guided by an ‘other’. Abraham 
and Collins (2011), drawing upon Vygotsky (1978), defines scaffolding as the guidance 
required to the elements of the problem that need attending to, strategies to achieve the 
outcome and the assurance that the learner has the knowledge and ability to seek out the 
knowledge and skills they currently don’t possess. Although there is a recognised move 
towards non-traditional methods and subsequently an assumed understanding of the beneficial 
qualities of non-traditional approaches, understanding the similarities of the approaches 
provides clarification to the difficulties and complexities faced by teachers towards utilising 
the most beneficial approach in PE, elements of which are evident in a number of approaches.  
 
2.9 Applying non-traditional approaches to Physical Education theoretically  
Chen (2002) stated the importance of cognitive disassociation of traditional methods before 
effective learning of the constructivist approach can take place. Chen (2002) referenced from 
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a study where teachers were trained across a variety of methods, with those trained in a 
traditional approach finding the transition to nonlinear methods the most difficult than those 
who had trained in alternative methods. The previous prominent value of skill mastery in PE 
is being overcome by a significant value orientation for PE curriculum to consider the 
learning process approach in addition to the ecological integration of learning in specific 
learning contexts (Chow et al., 2007). The non-traditional approach seeks to incorporate 
learning within realistic context of the game in PE for engagement of the students through 
modified games depending upon their engagement level (Mastrogiannis et al., 2014). 
However, despite the clear requirement for improvement, in addition to the large volume of 
initiatives in PE including but not limited to Teaching Games for Understanding, sport 
education and cooperative learning, it is recognised that there has been limited change to the 
teaching of PE in practice (Capel and Blair, 2007). The curriculum has contributed towards 
the necessity for acquisition of skill and judged performance, leading to predominance in 
lessons for team games utilising a limited range of methods for delivery (Capel and Blair, 
2007) rather than providing a holistic education. 
 
The complexity of conceptualisations, although providing difficulty in understanding, 
progresses pedagogy through practice and increases the quality of teaching delivered (Gearity 
and Murray, 2011). However, the complexity and variety of approaches provides further 
complications for those in delivery of the detailed academic theory of learning and teaching. 
There have been previous attempts to implement constructivist theories in PE lessons but 
these have faced barriers and failed (Pill, 2011). These barriers are recognised in the 
literature, for example through Morgan and Hansen’s (2008) study, which explored the 
general barriers PE teachers face, concluding that teacher confidence was a major issue. This 
issue transfers into the non-traditional, learner-centred methods of teaching because in 
comparison, the traditional behaviourist approach provides a highly structured approach for 
teachers, a considered easier option for classroom management and control of perceived 
dangerous activities (Jess et al., 2011). The chaotic environment presented by constructivist 
methods of teaching requires a greater depth of pedagogic content knowledge and 
understanding for subsequent successful teaching to occur (Roberts, 2011). 
 
However, despite the recognised benefits, there are still issues of contextual contestation and 
negotiation (Jones et al., 2014) with a considerable number of studies attempting to conclude 
a singular teaching approach as superior to alternatives rather than exploring the pedagogical 
process involved (Roberts, 2011) rather than demonstrate the practical application. The 
superiority debate, although contributing towards the discourse, does not contribute towards 
the process or the training and prior knowledge required in coaching and teaching (Roberts, 
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2011) and subsequently provides little support towards teachers seeking to consider or 
implement PE academic theory. PE research has primarily consisted of methods and 
assumptions following a positivist paradigm, which despite improving the conceptual 
development of the process, has not provided the detailed understanding of the pedagogic 
process required (Cushion, 2007). This has led to the outcome methods being too simplistic to 
fully encompass the pedagogic practice process without limiting it (Cushion, 2007), further 
presenting difficulty in the application of theoretical framework to practical settings within 
PE and the subsequent decision of the research to not contribute further to the superiority 
debate. The terminology within the literature presents an issue in itself, with nonlinear 
pedagogy and constructivism used in such close proximity it opens the question whether they 
are definitively completely separate or overlapping in nonlinear approach. Through 
considering nonlinear pedagogy and constructivism as alike in underpinning concept, there is 
potential for the literature to progress towards the issues presented for teachers practically as 
opposed to continuing to contribute towards the continuing debate of concepts.  
 
2.10 Transferring theoretical conceptualisations to practice for Physical Education 
Georgakis and Light (2007) concluded primarily that teachers’ inclinations towards teaching 
were based on their own previous experiences of PE in school. Therefore, a difficulty is 
presented not just in proving the appropriateness of a new method of delivering PE, but 
additionally, in influencing the teachers to change their beliefs and personal curricular 
preference as it has a significant impact on the type and quality of PE they deliver (Zhu et al., 
2011). Rovegno and Bandhauer (1997) further supported the necessity for value and belief in 
teachers in the constructivist approach for implementation, demonstrating the possibility for 
success in a disadvantaged context curriculum if the value and belief of constructivism was 
present. Rovegno and Bandhauer (1997) stated that for successful implementation of an 
innovation in PE a strong administrative mandate was required or a strong commitment by the 
teachers to the concept in addition to administrative support. For teachers to accept the values 
and ideas involved in alternative methods, the concepts must be presented to the teachers in a 
manner that has resonance with them, inspiring a change of perception. Difficulties in 
implementing these changes are recognised not only in PE, but also in science where Yerrick 
et al., (1997) struggled to demonstrate lasting change due to the deeply rooted beliefs of 
teachers in traditional teaching; issues additionally recognised by Jess et al. (2011) in PE 
interventions.  
 
Previous attempts of a new approach of delivery in PE typically face barriers through the gap 
between Education material available and its practical application in comparison (Aelterman 
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et al., 2013). Practically, in a classroom environment the teachers are faced with increased 
decisions and challenges in comparison to the theoretical models providing little practical 
value without being proven in context (Aelterman et al., 2013). The environment required by 
alternative methods, such as nonlinear methods, can additionally be difficult to acquire, 
criticised if ‘too fun’ resultant from a lack of structure in comparison to traditional methods, 
but requiring fun for successful learning. For students and teachers alike, fun is considered a 
primary goal for PE; with fun considered a primary reason for involvement or subsequently 
lack of involvement in PA when the activities are no longer fun (Garn and Cothran, 2006). 
There is uncertainty throughout the literature as to what constitutes fun with Garn and 
Cothran (2006) stating confusion between whether teachers viewed fun as a process goal 
leading to greater student engagement or a product goal with fun as a valued outcome. 
However, positive experiences of playing games in primary PE are key to continued 
participation, with negative association typically developed through the progression from 
games to sport (Georgakis and Light, 2007). Ineffective learning of movement during primary 
PE through the recognised structural issues leads to difficulty in the transferal of skills in 
competitive sport in secondary school and subsequently a negative experience (Kirk, 2005).  
 
Despite the recognised benefits, alternative, nonlinear methods can present an environment 
that is difficult to balance and master the potential for chaos, leading to an element of danger 
and concern for the teacher. As the constructivist learning theory began to overtake 
behaviourism, curriculum designs have also begun to adapt to develop curricula based on 
constructivist learning theories (Zhu et al., 2011). It is essential for the success of a 
curriculum for the teachers to implement it with the high fidelity to ensure the students 
achieve the designed learning goals (Zhu et al., 2011). Therefore, teachers are required to 
understand the learning process, delivering the lessons with confidence, highlighted by 
Georgakis and Light (2007) as essential for the highest student-learning outcome. Georgakis 
and Light (2007) explored teacher confidence in relation to Game Sense, concluding an 
increase of confidence by the teachers in delivering Game Sense after they had completed a 
unit of study. The increase in confidence demonstrates the requirement for further training of 
current PE to assist in delivery of novel methods. O’Leary et al. (2014) further demonstrated 
the requirement for assistance through identifying that typically English PE training teachers 
have difficulty understanding the relationship between university taught content, pedagogical 
knowledge and their relevant underpinning in practical school-based placements.  
 
Success in alternative subject interventions to PE is demonstrated by Mant et al. (2007) who 
carried out research into ‘The effect of increasing conceptual challenge in primary science 
lessons on pupil’ achievement and engagement’, focusing on 10 to 11-year-old pupils with 
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more cognitively challenging practical and interactive science lessons. The study had a 
positive outcome, demonstrating the possibility of an intervention educating teachers through 
an alternative approach to learning whilst achieving improved results both academically and 
within the classroom, exampled through engagement and enjoyment of the lessons. Mant et 
al. (2007) referenced the need for achievement in English schools due to the measurement of 
progress through national tests, impacting teaching into focusing on subjective knowledge 
and revision to improve test scores. The research of Mant et al. (2007) is of greater integrity 
due to the use of independent evaluators in the review of the intervention, in a trial based 
across 32 schools. The intervention demonstrates the ability for the re-training of teachers 
through alternative methods whilst achieving not only improvement in results but additionally 
the enjoyment of teachers in teaching through increased confidence, demonstrating the 
possibility for a similar intervention within PE.  
 
2.11 The purpose of the research  
Following the demonstrated understanding of the importance of PE by Allender et al. (2006); 
the research seeks to explore the disconnect between academic literature and practice for 
primary PE in England to enable the desired benefits of PL to be achieved while increasing 
motivation to participate in PA later in life. Exploring primary teacher’s experiences of 
teaching PE is deemed essential to developing improved quality of teaching in addition to 
teacher training (Kirk, 2005; Tsangaridou, 2012) due to the key period in the child’s life for 
developing movement, understanding and creating lifelong impressions of PA. Non-
traditional methods can provide students with a holistic education within the PL journey, 
encompassing social, physical and cognitive learning outcomes (Dyson et al., 2004) but 
limitations have been placed on PE through the inability to break away from physical training 
in separation of cognition (Pill, 2014). Pedagogic knowledge and skills are vital for a primary 
teacher (Smith, 2007) but despite their understood requirement, teachers are often not 
prepared by the education they receive prior to teaching, leading to the teacher resorting back 
to traditional approaches. There has been previous research attempting to explore differing, 
non-traditional approaches to PE such as Jess et al. (2011) and Allender et al. (2006), but they 
have faced barriers in practical implementation. Therefore, the research will explore the 
teaching methods and opinions of teachers to gain further insight into effective delivery of the 
national curriculum, supporting the recognised importance of change by teachers to improve 
primary PE teaching by McCaughtry et al. (2004). Focusing primarily on primary teachers, 
supported by Tsangaridou (2012) who determined the necessity for descriptions of primary 
teachers’ experience in teaching in order to develop better quality teachers across all levels, 
the research will provide insight at a key time within the PL journey for children. The 
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research will explore improving PE through the views of teachers in their training and 
experiences to further the understanding of a potential gap between theoretical and practical 





3.1 Participants and recruitment 
The study set out to recruit participants who had completed their primary education training 
in the last 10 years, including those currently studying (Final year BA Education, Primary 
PGCE or equivalent). The use of students currently studying and those within primary 
education jobs allowed for exploration of students currently experiencing training and what 
training they still consider they require. The use of current students additionally ensures that 
the research explores training at the most recent levels in addition to exploring teaching in its 
current form. The teachers were not selected from a particular background but must have 
completed training for primary age school children through a degree exampled as a Primary 
PGCE or BA in Education in England. The participants did not have a set age range or 
gender; restricted by the condition of currently partaking in primary education teacher 
training or having completed primary teacher training within the last 10 years. Although 
implied by the qualifications they are undertaking, the participants also had a minimum age of 
18 and are required to sign a consent form prior to the interview for participation and the 
recording of the interview. The limit of 10 years was selected to ensure teacher training was 
explored in its current form to allow for meaningful data collection. The research used 15 
participants in total with this sample size being chosen to allow for a large quantity of data to 
be collected and analysed from the interviews but still maintain a manageable number of 
participants to complete the research within the timeframe given. Data saturation and 
sufficiency was also considered as demonstrated by Suri (2011), in addition to other 
qualitative studies such as Côté (1999) who used 15 participants previously in a similar 
investigative interview approach.  
 
A delegate letter (Appendix 8.2) was required to the universities to allow for voluntary 
participants to take part in the study. Following the universities response, an email was 
provided along with the attachments: The Participant Information Sheet (Appendix 8.3) and 
the Consent form (Appendix 8.4); with the option to contact via phone or email for further 
information. To ensure representativeness and the qualitative principle of appropriateness, the 
study used purposeful sampling to select the universities followed by random sampling of 
those who volunteered. Purposeful sampling is referenced by (Coyne, 1997) as beneficial 
when a time restriction is placed on the study to ensure meaningful data is able to be collected 
within the timeframe. Due to the small sample size and limited timeframe given, purposeful 
sampling followed by random sampling was deemed the most appropriate method for the 
study to ensure relevant data was collected for the investigation.   
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3.2 Study Design 
For the structure of the interviews, following a semi-structured interview format allowed for a 
balance with predetermined open-ended questions and to ensure the topic area was 
maintained, probe questions were used to ensure the appropriateness of the interview 
(DiCicco‐Bloom and Crabtree, 2006). Semi-structured interviews are important as they avoid 
excessive rigidity in the interview process, as suggested by McCarthy and Jones (2007) as 
necessary in producing credible data. Due to the exploratory nature of the research, the 
flexibility provided by semi-structured interviews allowed for new themes and concepts to 
emerge throughout the interview discussion, aligning with the objectives of the research. 
Using semi-structured interviews afforded for the interviews to remain open through 
changing the order of the questions and the probe questions used for each individual 
participant (Knox and Burkard, 2009) in addition to providing the opportunity for additional 
probes to be added as the discussion develops to further gain understanding, allowing. The 
approach provided an indiviualised opportunity, incorporating the non-traditional dynamics of 
the research and enabled the moderator to adapt the questions to suit the different 
backgrounds and understanding of the participants. Despite the flexibility, the part-structure 
through semi-structured interviews rather than unstructured interviews ensured that the 
interview discussion remained relevant to the research. Face-to-face interviews, used by 
previous sport and education researchers such as Jones (2002) and Martinez-Gonzalez et al. 
(2001) were deemed beneficial because they allow for greater exploration with more in-depth 
responses than a questionnaire. Novick (2008) acknowledged despite the conflicting research 
between telephone and face-to-face interviews that there is a reported higher level of 
admission and engagement in face-to-face interviews. They allow for the researcher and the 
participant to create rapport, allowing for the free disclosure of experiences to a greater extent 
than could be achieved through phone interviews (Knox and Burkard, 2009). 
 
The interviews discussed the participant’s previous and current experiences in teacher 
training and how this has affected their ability to deliver PE, with the interview lasting for 
approximately 25 to 40 minutes. Aligning to DiCicco and Crabtree (2006)’s overview of 
typical semi-structured interviews, the interviews were only conducted for each participant 
individually. Open-ended questions were used to allow for the opportunity for a greater depth 
of response without biasing towards a desired response. As demonstrated as necessary by 
McCarthy and Jones (2007), an interviewer knowledgeable in the subject area was be used to 
establish trustworthiness and ensure credibility in the data collection. The interviews were 
recorded on an audio recording device then stored on a password-protected computer before 
being deleted from the audio recording device. Prior testing, particular care and attention 
were taken during recording the interviews to prevent possible difficulties as stated by 
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DiCicco and Crabtree (2006). These included excessive background noise, weak batteries and 
the placement of the Dictaphone to ensure high quality recordings were achieved to prevent 
inaccuracies or omitted parts in transcription. From the recording, the interviews were 
transcribed using pseudonyms to maintain anonymity ensure credibility at all possible stages 
throughout the research.  
 
3.3 Approach and data analysis  
The research adopted a qualitative approach as advantageous to the study because it considers 
to a greater degree the possibility of more than one solution to specific situations rather than 
following a restricted map to discover the understanding (Strean, 1998). Qualitative research 
is concerned with the meaning individuals attach to their experiences and how they 
understand these experiences within the social world to enable researchers to try to interpret 
social phenomena (Pope et al., 2006). In relation to the research in this study, this allows for a 
greater flexibility and consideration throughout discovering experience, through not starting 
with a pre-determined hypothesis to be proven correct or incorrect. Instead, as suggested 
viable by Thomson (2011) the research used the qualitative approach while attempting to 
understand the experience (of primary teacher training) of a group of individuals (training and 
current primary teachers) through a discovery approach. The qualitative approach provides 
the opportunity to expand knowledge while considering social relations, essential for the 
research which seeking exploratory understanding due a multitude of factors, some 
unascertained, perceived to affect the improvement of PE in an uncertain manner. 
Furthermore, the consideration of social factors through qualitative approach is in-keeping 
with the social considerations within the non-traditional approaches investigated within the 
research, accentuating the qualitative paradigm as the correct approach. Alternative studies 
using qualitative research in a discovery approach have included the topic areas healthy 
living, sport or PE (Allender, 2006; Bailey, 2005; O'Dea, 2003); with Maxwell (2004) 
additionally stating a distinct advantage to using qualitative methods in education based 
research, especially when exploring participants beliefs and values as part of the research. 
The fitting of the research’s aims into previous qualitative research (Pope et al., 2006; 
Thomson, 2011) and justifications for the use of qualitative methods (O'Dea, 2003; Maxwell, 
2004; Bailey, 2005; Allender, 2006) supports the conclusion to use a qualitative approach 
over a qualitative approach.  
 
The research used an interpretivist approach through qualitative content analysis with open, 
inductive coding to analysis the data. The interpretivist approach provides the opportunity to 
explore many realities through the experiences of teachers; defined as investigating, exploring 
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and describing individuals in their natural environment (Orb et al., 2001). The interpretivist 
paradigm is of greater relevance than alternative paradigms due to its understanding and 
assumption that the world contains active subjects; with reality understood as constructed 
individually through each person’s mind (Ponterotto, 2005) without considering individual 
change. The interpretivist approach is specifically appropriate for the research because it 
seeks to interpret the experience and understanding of respondents, in relation to the research, 
teachers through their own individual experience shaped by the world they live in. 
Reinforcing the appropriateness for the research, the interpretivist paradigm has been used 
previously in initial research exploring relationships between a learner and a more 
knowledgeable other; with Poczwardowski et al. (2002) using the paradigm to explore the 
relationship between coaches and athletes; in addition to Gearity and Murray (2011), who 
investigated to describe lived experience of athletes in relation to poor coaching experiences; 
alike to the student-teacher relationship. It is necessary to consider the paradigm used 
throughout the research to understand the approach of the researcher when analysing and 
interpreting the data.  
 
No specific pre-set rules of exclusion or inclusion for analysing the data were used, instead, 
the research sought to classify the text into smaller content categories through inductive, open 
coding, aligning to the approach demonstrated by Elo and Kyngäs (2008) for content analysis. 
Headings and notes were written in the margins of the transcripts while reading them due to 
the use of open coding to create categories and abstraction. The transcripts were repeatedly 
read with the researcher developing understanding of the data through complete immersion, 
resulting in subsequent emerging themes within the categories freely generated into the 
coding table and the overall high-order themes created. The headings were organised into 
low-order themes, categorised through an unconstrained matrix with different categories 
created and accepted within the principles of inductive content analysis (Elo and Kyngäs, 
2008). The use of freely generated and an unconstrained matrix was essential to the research 
to allow for the exploratory nature to be achieved in relation to the factors affecting the 
improvement of PE and teachers’ progression. Through continual re-reading of the 
transcripts, the themes were then further refined and organised into a coding table through the 
researcher’s understanding of the transcripts (Appendix 8.8 Data Analysis – Raw Themes 
Table). The raw themes gathered into low-order themes from the transcripts, were then 
condensed into a summary table of themes and counted to provide an overall idea of the 
weighting of the themes (Table 1: Low and High-order Theme summary). However, the low-
order themes’ numerical values were not considered statistically in the analysis due to the 
qualitative approach used. While the weighting provides contribution towards forming the 
story of the data before further exploration in the discussion section, the qualitative semi-
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structured approach of the interviews does not provide statistically comparable data. Instead, 
it provides corroboratory evidence for the story emerging from the qualitative findings, and 
therefore aids understanding of the analysis and discussion through the interpretation and the 
coding of the data.   
3.4 Limitations and Bias 
Due to the approach taken, it was necessary to consider the limitations presented in the 
research through the collection of data; with participants’ answers to the questions dependent 
upon their interpretation of the question and the researcher’s interpretation of their answer. 
Prior to the study’s commencement, the approach of ‘interviewing the investigator’ was used, 
where the researcher assumed the role of a study participant and a colleague conducted the 
interview in an environment resembling where the interviews will take place (Chenail, 2011). 
‘Interviewing the investigator’ was used to create interview protocols, which is particularly 
relevant where a bias could be noted (Chenail, 2011) and therefore was chosen to reduce the 
potential bias through the participants’ interpretation of the question. The interview questions 
(Appendix 8.5) were then amended to demonstrate the modifications made at the trial stage 
and refinement process prior to the interview stage (Appendix 8.6). The use of a single 
researcher in the analysis stage provided consistency throughout the results and comments to 
allow for the emergence of themes but also prevented a limitation in the bias of the opinion 
and understanding of the researcher. All efforts were made in collaboration with the second 
researcher supervising the study to prevent the bias of results through the researcher’s 
individual views. 
 
3.5 Ethical Issues 
The research required the involvement of human participants, and therefore carefully 
considered ethical implications of the study while ensuring the quality and integrity of the 
research. The research required informed consent from solely adult participants at 
undergraduate or postgraduate university level or who had completed primary teacher training 
with participants volunteering to participate. Throughout the interview process, the anonymity 
of the interviewees was maintained to achieve confidentiality in the research; in addition to 
any place, company or further names changed within the transcripts that may identify the 
individual. Consent was additionally required for recording the interviews to allow for the 
write up of transcripts for analysis. This was made clear in the participant information sheet 
and consent form given prior to the commencement of the study in addition to proof of ethical 
approval by Oxford Brookes University Ethical Committee (Appendix 8.7).  
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Although the topic areas would not be considered sensitive in nature as reviewed by the 
Ethical Committee, the interview would have been instantly terminated if the participant 
appeared distressed or no longer wished to answer the questions. Due to the nature of the 
questions asked, it was unlikely that any issues would arise, however because the research 
requires gatekeeper access, it was important to outline to head-teachers and universities that 
the teachers were being asked about their preparedness for teaching PE. This was outlined in 
the participant information sheets and teachers were encouraged to report any concerns or 
anxieties they have about their level of training to their line managers within the school 
setting. Furthermore, issues of a legal nature or issues pertaining any risk to teachers or 
students would have been reported to the supervisory team immediately if they arose.  
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4.0 Analysis and Results 
Through analysing the data, the research sought to explore the understanding of primary PE 
through a holistic approach encompassing all aspects in relation to primary PE towards 
seeking improvement. To explore the barriers to improvement, the research investigated 
teachers’ opinions and understanding of theoretical concepts and additional factors affecting 
their delivery of PE. From complete immersion of the researcher into the transcripts, themes 
were drawn while considering the factors’ implication on teachers and combined with other 
related themes to create six high-order themes for discussion. The following summary coding 
table is broken into the six High-order Themes derived from the data: Teachers’ Philosophy, 
Apprenticeship, Confidence, Student Experience, Physical Education Context and Bridging 
the Gap (full table including the raw themes is available at Appendix 7.8.). Although related 
in aspects, the High-Order themes will be discussed in sections to allow for each topic area to 
be explored in greater depth to develop further understanding through the systematic nature of 
the analysis. 
 
Through complete emersion in the data, the Low-order themes were re-arranged until the 
story of the analysis emerged through the High-order themes. The Teachers’ Philosophy and 
theoretical approach theme starts the story with the teacher themselves, providing the 
necessary foundation due to the requirement for teachers to have a philosophy grounded in 
theoretical concept. From their theoretical understanding and personal beliefs, the teacher 
refines their practice by Apprenticeship, developing through their teaching education and 
learning from others in addition to practically in the classroom. As the teacher begins their 
teaching journey, their Confidence is integral towards their progression and continued 
demonstration of their approach, particularly leading into the Student Experience where the 
Teachers’ ability and beliefs become continually challenged. The students, although a vital 
element and considered throughout, are re-considered at this stage due to the requirement for 
Teachers to have achieved a solid based of approach prior to student integration. The 
children’s age-relative self-understanding and behaviour effects the PE Context for the 
teacher from the children’s parents right through to planning, curriculum and policies. 
Finally, Bridging the Gap seeks to draw together the areas where further understanding is 
required to complete the story, starting with the application of theoretical concept into 
practice. Furthermore, Bridging the Gap explores schools’ ethos’s, impacting the teacher’s 
ability to follow an approach which is not incorporating or understood to incorporate the 




Table 1: Low and High-order Theme summary  
 
Low-order Theme (number of incidents*) High-order Theme 
Tailoring to individual (35) 
Theory retention (18) 
Direct approach (13) 
Knowledge (2) 
Positive approach (15) 
Constructing own learning (24) 
Theory understanding (13) 







Teachers’ Philosophy and theoretical 
approach 
Learning from others (32) 
Time on PE (43) 
Learning through practice (12) 
How to teach (27) 
Practical Assessment (33) 
Time on placement (32) 
Previous experience (3) 
Mentor/ Teacher-tutor (28) 
PGCE Vs. Real life (25) 
Personal Development (26) 






Behaviour Management (1) 
Confidence in context (2) 
Previous Experience (20) 
End of Course (20) 
Subject Knowledge (21) 





Through practice (19) 
PE Curriculum (1) 
Through extra training (2) 
 
 
Difficulties in differing abilities (34) 
Competitiveness (20) 
Behaviour management (43) 
Self-awareness (16) 
Children's opinion of PE (9) 
Freedom/energy (10) 
Engagement/attention span (33) 









PE Coordinator (9) 
OFSTED (19) 
Health and Safety (15) 
Expectations of teachers (5) 
Parents (24) 
Policies (12) 
Specialist PE teacher (30) 
Core v PE (34) 
Healthy lifestyle/PA (53) 
Time (3) 





Sport V PE (41) 
Theory to practice (26) 
Theory consideration (7) 
Fundamentals (26) 
Up/De-skilling (15) 
Importance of Theory (3) 
Different age groups (1) 
Bridging the Gap 
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Adapted Games (8) 




*Number of incidents does not provide statistically comparable data but instead the weighting 






5.1 Teachers’ Philosophy and theoretical approach  
5.1.1 Philosophy  
There is little dispute around the understanding that teachers’ beliefs and perceptions affect 
their decisions and behaviour within the classroom and are therefore essential towards 
improving teaching practice (Pajares, 1992). From the data collected, there were a range of 
responses in relation to questions regarding their philosophy and approach, with answers 
relating to the happiness and engagement of the children to those considering themselves to 
follow a specific theoretical approach to teaching. The transferal of the attitude of the teacher 
in addition to the learning environment created is particularly understood as influential in 
relation to the children’s learning (Chen and Rovegno, 2000) and subsequently essential 
towards understanding the academic disconnect towards improving PE for primary children. 
For many participants, a ‘positive and enthusiastic’ (Participant A) attitude, demonstrating 
encouragement while creating an environment where the children felt they could make 
mistakes was deemed necessary for effective learning to take place. An element of fun, in 
replication of play was also a common theme, exampled by Participant K: ‘I tend to apologise 
to them if there isn’t some element of fun’ (Lines 113-114)’. For students and teachers alike, 
fun is considered an essential element for successful learning in PE; with fun accepted as a 
primary reason for involvement in PA or subsequently lack of involvement when the 
activities are no longer considered fun by the student (Garn and Cothran, 2006). There is 
uncertainty throughout the literature as to what precisely constitutes fun with Garn and 
Cothran (2006) stating confusion between whether teachers viewed fun as a process goal 
leading to greater student engagement or a product goal with fun perceived as a valued 
outcome of PE. The lack of clear guidelines for what is required within PE, leads to disparity 
in standard and confusion towards the degree of fun and play required within a lesson that has 
primarily an educational focus, seeking to encompass both the mind and the body through the 
PL journey in a holistic approach.  
 
When asked regarding their personal philosophy, a common theme presented by the 
participants, particularly those who had more recently qualified, was that of drawing from 
their previous childhood experience or learning, relating to how they felt within this situation 
and considering prevention of reoccurrence to be their philosophy. For example, feeling 
singled out or bullied, an element further relating back to the happiness of the child rather 
than a theoretical approach to teaching. ‘I was bullied a lot when I was younger and I’m just 
so determined for that not to be a thing in my class’ (Participant H, Lines 94-96). While these 
are all elements required towards effective learning, they do not relate specifically to how 
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learning takes place from a theoretical perspective or consider a theory to underpin the 
teaching. However, despite the lack of precise theoretical grounding, the attitude of the 
teacher, classroom atmosphere and element of fun within the lesson are applicable to the 
process of learning within PE, in addition to the chosen delivery style through theories of 
learning. ‘I’m a really, making sure everything is drama and fun and songs’ (Participant J, 
Line 52). The common theme of positive, enthusiastic learning demonstrates the training and 
current teachers understanding that children need to be engaged with their learning, with 
some teachers stating their philosophy to be that the children are learning and progressing 
despite the expectance of children learning as an outcome of the education system. ‘There’s 
probably two things that I’d think of, are the kids enjoying themselves? And, have they learnt 
something?’ (Participant O, Lines 132-133). In the literature, the growth of interest towards a 
more play-based pedagogy has been commonly described as ‘active learning’ but has 
frequently been interpreted differently by teachers towards whether it is peripheral or integral 
to the learning process (Martlew et al., 2011). Particularly when understanding learning and 
teaching from a non-traditional approach where the children construct knowledge, a teacher’s 
beliefs and interpretation around teaching can have a significant impact on the children they 
teach (Chen and Rovegno, 2000). The teachers’ belief around the purpose and requirement 
for education developed through their own values, goals and viewpoints further influence the 
approach and philosophy they take to educating the children, accentuating the vital 
importance of a teacher’s philosophy in addition to their understanding of it for improving 
children’s experience and learning within PE (Livingston et al., 1995).  
 
The majority of teachers stated the requirement for individualised learning as suggested by 
Moy et al. (2015b) through individual decision making by the learners. Even for those 
demonstrating a more direct approach to teaching, there was an understanding that each child 
is different in their individual learning needs throughout the PL journey. ‘They all need (.) 
that individual help, the individual guidance, for them all to be learning and progressing’ 
(Participant I, Lines 261-263). However, understanding learning to be individual does not 
necessarily mean the teacher or training teacher encompasses a non-traditional perspective as 
confirmed through the participants’ responses. It became evident that the assumed move 
toward non-traditional methods academically needed further clarification for the teachers 
interviewed, particularly for teachers without the academic pedagogical background and 
understanding of PE and its purpose. Participant A was unable to articulate a particular theory 
used during teaching when questioned regarding philosophy, but later, understood and stated: 
‘child centred definitely, 100% yeah. Learning should always be child centred’ (Lines 103-
104). Additionally, stating that it’s: ‘really easy to talk at children but they learn best doing 
so short and snappy input’ (Lines 107-108), Participant A exampled the difficulty in fully 
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understanding the approach used by teachers in practice through definition and terminology 
alone, particularly in relation to PE. 
 
In addition to the understanding of the requirement for individualised learning, the use of 
sharing of ideas between the children was also deemed as vital towards learning by the 
participants. ‘They do a lot of the talking, talking to each other and sharing their own ideas 
rather than me talking at them’ (Participant B, Lines 49-50). There was a demonstrated 
understanding of the requirement for social learning even if it was not related to the 
correlating theoretical approach in the teacher’s practice. Crawford (2004) stated the daunting 
prospect for teachers through the challenge of delivering the required curriculum (lacking in 
clarity for PE, Appendix 8.1) without compromising the development, ability or social 
context for children by encompassing PL in objective. Through social construction, learning 
is viewed as a social process emerging from social interaction in the process of absorbing 
knowledge (Georgakis and Light, 2007).  Therefore, implying that knowledge is not external 
to the learner, but instead, constructed by understanding through social interaction (Georgakis 
and Light, 2007). Participant F considered opportunities for discussions and a reduced noise 
level in the class to be important because it provided the opportunity for sharing ideas: ‘I feel 
that children tend to get a lot more out of it because they can (.) um talk about ideas and can 
share with each other’ (Lines 46-47). Within the classroom environment it is necessary for 
teachers to enable the opportunity for freedom of expression, while the children are active 
learners in creating meaning through social interaction (Haynes and Murris, 2011), in order to 
encompass the non-traditional perspective and progress towards improved child learning in 
PE. 
 
Articulating a philosophy may also pose a barrier to understanding their epistemological 
approach to teaching PE with some participants stating that their philosophy is intuitive rather 
than considered and applied during their teaching. ‘It’s a really hard question cause it’s really 
instinctive’ (Participant K, Line 105). Aligning to Participant K’s view, Korn (2003) believed 
that all teachers have an implicit philosophy that could be determined from their behaviour, 
related to the instinctively considered philosophy. However, despite the consideration that a 
philosophy is instinctive, there is a requirement for a newly qualified teacher to establish and 
understand a chosen philosophy in order to make choices towards developing their teaching 
style and maintaining their beliefs throughout their teaching journey (Korn, 2003). For 
primary teachers, difficulties can additionally be presented between the requirement for a 
philosophy and the requirements of formalised schooling for children (Crawford, 2004). 
There is an understood requirement for learning to be child-centred within an environment 
developmentally appropriate for the child but the teacher is additionally faced with 
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curriculum requirements and pressures in preparing the children for standardised testing 
(Crawford, 2004). Relating to the assessment of children, Participant B recalled: ‘it’s all the 
assessment and that side of it you don’t necessarily get taught about on training, when you’re 
training for your degree’ (Lines 65-67). In order to maintain the required environment within 
the classroom under a heavy workload, the result of short-term planning may lead to the 
teacher shifting from their epistemological beliefs and contradicting them in order to ‘survive’ 
within the classroom (Davies, 2003). ‘I just think the biggest load is the pressures and stress 
and kind of expectations. We have a lot to kind of do’ (Participant A, Lines 119-121).  
 
Additionally, the lack of priority of PE within the school curriculum and timetable can lead to 
sudden changes for the teacher to overcome while maintaining learning within the subject: 
‘It’s always the subject that’s thrown at Christmas and stuff because the halls not available’ 
(Participant O, 301-302). Although there is evidence in Davies’ (2003) study that some 
participants may continue to follow a practice within a philosophical domain reflecting their 
core beliefs, it was evident through the participants that this was more common in teachers 
who had developed a greater confidence through experience of teaching. Participant A stated 
no change in philosophy throughout teaching or PE: ‘No, I don’t think it’s different at all. 
Um, I think it’s like firm but fair and fun’ (Lines 70-71), instead considering the teacher’s 
ability to control the class to enable maintaining a philosophy: ‘I feel like (.) you teach it 
better if you’ve got good behaviour management and control of the children’ (Lines 76-78). 
In comparison, Participant H who was currently completing the final year of a BA Education 
stated: ‘I think I just adapt to however the class are doing at the time’ (Lines 88-89) ‘I don’t 
think I have a particular teaching style that I stick to’ (Line 91). Alexander (2004) stated the 
requirement for theoretical pedagogy within teaching to prevent conceptualisation, planning 
and justification of teaching by combining pragmatism with ideology without the theoretical 
or practical grounding due to an inability to connect with educational theory easily during 
training. It opens the possibility that the justification of epistemological existence and 
pedagogy’s use within education is not stressed during teacher training or connected through 
meaning to the practical justification, and therefore the subsequent importance teachers place 
on a clear philosophy or grounded theoretical approach to teaching is limited.  
 
5.1.2 Is an understanding of theoretical concepts required to teach? 
Despite the detailed theoretical and superiority debates referenced within the literature 
exploring non-traditional methods separately, primarily in terms of nonlinear (Renshaw et al., 
2010; Chow et al., 2013; Gréhaigne and Godbout, 2014; Lee et al., 2014) and constructivism 
(Lipscomb et al., 2004; Gordon, 2009; Díaz-Cueto et al., 2010; Light, 2011), it is to be 
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questioned whether understanding the complexity of each of the approaches is necessary to 
teach following a non-traditional perspective. Exploring the teacher’s view of their approach 
clarified this difference in understanding exampled through those who used questioning 
because they understood the use of questions beneficial to learning and those who understood 
the concept of questioning through theoretical justification. Viewed by Roberts (2011) as a 
pedagogic dilemma in understanding to new pedagogues, conceptually, the use of questioning 
is used towards enabling the children to construct their own learning and meaning through the 
teacher’s use of a questioning strategy. In practice, the questioning strategy enables the child 
to construct their own knowledge through previous experiences towards developing 
understanding. Participant O supported the use of questioning and stated: ‘kids take control of 
their learning, independence, they need to be reflective’. However, the complexity of the 
theory defining the concepts within the literature surpasses the reasoning given by the 
teachers as to their approach. Participant I suggested ‘Yes I think that’s a lot better than 
saying this needs to be passed over there cause then they’re just following your instruction, 
they’re not really figuring anything out for themselves’ (Lines 318-320), opening the question 
whether the understanding of complex theory is necessary to follow the approach rather than 
articulate it theoretically. The participants’ ability to retain and apply theory from university 
also relates to their understanding of theory in reference to their teaching. Participant I stated 
‘Not really, not done that. I’ve not really done a lot about that no’ (Line 302) when asked 
regarding constructivism and behaviourism theories but later described techniques that 
demonstrated application of constructivism. This highlights the question whether teachers do 
not understand the theory or whether they are unable to relate their practice to the specific 
terminology used in describing approaches.  
 
Recognised by some of the participants, the requirement for reflective practice in relation to 
learning systems within physical pedagogy as a topic has increased in interest throughout the 
literature (Wallian and Chang, 2007). ‘You fill out a lesson feedback form (.) reflection form, 
and it would be up to a page kind of long in terms for every lesson for you to produce but it 
gives you good reflective practice so I still use those sorts of skills now’ (Participant O, Lines 
33-36). As part of an effective reflective attitude, knowledge-construction-in-action through 
reflection is perceived as essential for active and meaningful attribution towards improving 
pedagogical ability (Wallian and Chang, 2007). Despite the acceptance that reflection of 
approach as a teacher is necessary for continued development, further difficulties are evident 
for the primary teacher through the vast number of approaches available, often overlapping in 
concept. Through reflecting and exploring their philosophy, teachers are presented with 
numerous definitively different approaches referenced within pedagogical literature while 
attempting to explore a following a non-traditional approach. Approaches such as the 
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collaboration of semiotics and constructivist aspects has led to a semio-constructivist 
approach, learning based on shared interpretations of actions with the action in itself 
generated through reflective practice (Wallian and Chang, 2007). Wallian and Chang (2007) 
further analysed the semiotic approach to Teaching Games for Understanding, referenced too 
as derived from both Constructivism (Light and Dixon, 2007) and nonlinear pedagogy (Tan et 
al., 2012), leading to its acceptance as a non-traditional approach. Additionally, following the 
requirement for a student-centred environment, situated learning is the theoretical framework 
for Sport Education, Tactical Games and Cooperative Learning (Dyson et al., 2004). The 
teacher facilitates activities that have the outcome potential to provide students with a holistic 
education, encompassing social, physical and cognitive learning outcomes (Dyson et al., 
2004), components that can be recognised in PL. 
 
Despite the consideration of non-linear methods as preferable within the literature, Kidman 
(2006) offers a further non-traditional alternative, Humanism, considered more central in the 
athlete-centred approach than constructivism or non-linear and comparatively different. The 
theory considers the total development of the individual through an athlete-centred ideology, 
emphasised through a facilitative interpersonal relationship (Bennie and O'Connor, 2010). 
However, it is unconfirmed whether the humanistic approach is appropriate across a variety 
of abilities and focuses considering the intensive commitment and focus on competition goals 
at a professional level compared to the encouragement and support through the development 
to authentic and valued adults at participant level (Bennie and O'Connor, 2010), and therefore 
considered a further, alternative theoretical approach seeking superiority in preference of 
overcoming practical difficulties in current methods. The simplification and rationalisation of 
some pedagogical approaches is demonstrated by the overlapping entities of non-traditional 
methods in approach, justifying the requirement for exploration into practical implementation 
of non-traditional towards improving teaching and understanding. The referenced superiority 
of theories debate by Roberts (2011), evident through the numerous approaches, provides 
confusion towards the required selection and difficulty in recalling an effective approach for 
teachers. ‘Off the top of my head I cannot tell you the theory so I would not know’ (Participant 
A, Lines 99-100).  
 
There was also a discrepancy in understanding around the application of non-traditional 
approaches in primary education subjects, with Participant K considering the non-traditional 
approach to be universal across all subjects; ‘it’s more, the teaching technique rather than 
specific to Maths’ (Line 19) in comparison to Participant E who viewed the approach as 
subject specific in application: ‘they’re only certain lessons where that will work, I think’ 
(Line 209). The difference between physical learning and academic learning despite PE’s 
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encompassment of the mind was deemed different by Participant A and subsequently 
requiring an alternative approach: ‘I think PE is more like the technical skills is quite 
important so I feel like that needs a clear model and then go and practice and copy’ (Lines 
261-263). Elements of constructions and Game Sense within non-linear, non-traditional 
theory consider the learner to draw upon previous experience and knowledge to create 
resonance and understanding in learning experiences (Georgakis and Light, 2007), a concept 
not independent to specific subjects. Participant A considered it to be ‘really easy to talk at 
children’ (107-108) during PE; highlighting instead the possibility that the difficulty of using 
an approach may vary between subjects individually to the teacher through the individuality 
of learning due to the teacher’s understanding of the approach and its application. Further to 
straying from epistemological beliefs due implementation difficulties, Muis and Foy (2010) 
examined teachers to conclude that many teachers demonstrated a greater articulation of non-
traditional in philosophy than they typically demonstrated in practice when observed. It is 
therefore necessary to consider the difficulty in understanding of complex theoretical 
concepts for those required to implement the non-traditional methods into practice. Particular 
association is required to the application of approach across the different subject areas rather 
than a variance of approaches presented to the teacher during teacher training without 
practical resonance.  
 
While there is discrepancy among the participants around their understanding of in addition to 
the requirement for a philosophy, a philosophy is particularly relevant in non-traditional 
approaches to ensure adherence in practical settings in maintaining their beliefs. A clear 
philosophy provides the opportunity for successful reflective practice towards improving 
teaching and subsequently children’s’ learning within PE, demonstrated through Muis and 
Foy (2010) understanding for teachers’ to be able to articulate their philosophy. For effective 
implementation of approach, the teaching of theory alongside developing practical 
understanding must be explored to allow the teacher to create resonance of the links within 
the concept. The following section explores the practical teaching journey teachers’ 
experience in addition to their continual journey of development throughout their teaching 
career. It provides insight into the teachers’ progression of learning and whether there are 
factors affecting their ability to achieve a high standard of teaching due to lack of preparation 




5.2.1 Learning to teach  
The initial stages of learning to teach are recognised around the world as a particularly 
complex stage in the teacher’s learning journey (Avalos, 2011). Côté and Gilbert (2009) 
stated the ambiguity around what is assumed excellence within teaching, with research 
required to captivate the essence of teaching in order to have a legitimate phenomenon to 
study. The ability to measure excellence cannot be reduced to examination through the 
outcome results of students because some students will succeed despite insufficient teaching 
and others will fail to excel despite a consistently high standard of teaching (McMahon et al., 
2007). Overcoming the difficulties of measuring excellence through student achievement, 
Garbett (2003) assumed there to be a strong correlation particularly during early years, 
between quality childhood education, teacher qualifications and the quality of practices in 
teaching and learning; justifying the necessity for improved research into teacher practice 
towards improving PE. For many participants, the environment presented in the PGCE (or 
equivalent education course) does not fully recreate the environment within a class where the 
teacher has the full responsibility of the class due to the trainee teacher taking more of an 
assistant role from the children’ perspective: ‘[It’s difficult] finding that sort of authoritative 
relationship with them because they still see the teacher as being the superior figure because 
if there’s a real behavioural problem they’ll go to the teacher in the class at that point’ 
(Participant C, Lines 298-301). The segmented approach to placements within education 
training leads to difficulty for the training teacher to build rapport with the class, in addition 
to the view of the children that the training teacher has less authority. 
 
Teachers both within the teacher education course and upon entering the teaching profession 
have a variety of backgrounds and experience with the type of quality of training differing 
additionally towards the teachers’ ability to cope under pressure and within the classroom 
environment (Cains and Brown, 1998). Participant A found the transfer to teaching 
immediately after the course difficult: ‘Really good for ideas, not so much the how to teach it 
well, does that make sense? They didn’t really give you any teaching points on what made a 
good PE teacher’ (Lines 16-18). Typical stress factors such as the high workload, time 
pressures, pupil difficulties, noise levels, lack of recognition for work and overcrowding in 
classrooms (Cains and Brown, 1998) can be difficult to re-create during teacher training. The 
difficulties were highlighted through frustrations in the participants who wanted to understand 
the practicalities of teaching: ‘I don’t think we got anywhere near as much, um (..) practical, 
real stuff that you could actually take and transfer and think right I learnt that on my PGCE 
and if you ask me about the essays I did on the theory of education, couldn’t tell you a thing 
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now’ (Participant N, Lines 92-96). For many teachers, elements that could be immediately 
transferred and applied to understanding classroom management and issues that arose within 
the class were deemed particularly important that required a greater focus within the primary 
education course.  
 
The lack of available time on the training courses additionally presents further obstacles in 
learning to teach: ‘This is just where I think there’s a big gap (.) because I think the whole 
problem is inherent in the fact the PGCE is so short so when you do the PGCE (.) you just 
don’t, there’s not enough time in a PGCE to learn what you then teach’ (Participant N, Lines 
73-76). Harris and Sass (2011) stated the conflicting views of research around teacher 
education with research stating both the beneficial element of formal teaching training and the 
view that formal education is irrelevant and should be eliminated. Significantly greater weight 
was placed by the participants on learning through practice in comparison to the theory during 
teaching training, with practice viewed as far greater in value. Supported by the 
understanding of Lieberman and Pointer Mace (2008), teachers learn not just through practice 
but through the meaning created and understood through learning. Heywood (2005) argued 
that trainee teachers need raised awareness of the conceptual difficulties within learning 
rather than a curriculum-focus that privileges knowing over the understanding of theory. As 
stated in the previous section that every child is individual in their learning, the process of 
training teachers’ learning towards becoming teachers is also individual. Jackson and 
Bruegmann (2009) acknowledged a wide acceptance among policy makers and researchers of 
the considerable variation in teachers’ ability and its effect towards student achievement. 
‘Students learn in many ways— by seeing and hearing; reflecting and acting; reasoning 
logically and intuitively; memorizing and visualizing and drawing analogies and building 
mathematical models; steadily and in fits and starts’ (Felder and Silverman, 1988).  Further 
to this, teaching methods vary as highlighted through the non-traditional teaching debate into 
the specifics of achieving individualised, effective learning. This highlights the importance of 
the methods used by the teachers during PGCE’s and alternative teaching courses; as 
additionally implied by Participant K ‘I use most in my teaching are techniques that were 
used to teach me on my PGCE rather than the ones that they sort of said in subject things’ 
(Lines 16-18).  
 
Scientific data have continued to accumulate towards the negative health associated with 
being physically inactive, dependent upon a number of risk factors including the education 
the individual has received in relation to PA (Haskell et al., 2009). Despite the understanding 
that physical inactivity is the fourth leading risk factor for global mortality (World Health 
Organisation, 2017), training teachers are not afforded adequate opportunity to practice PE or 
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effectively tested in their understanding of PE in comparison to other subjects during primary 
teacher training. Participant F reported: ‘I’ve taught a couple of PE lessons but I’ve not had 
much experience because it tended to be for PE we were out of the classroom’ (Lines 23-25) 
despite taking the health and well-being pathway as part of the primary teaching course. 
Participant E had virtually no experience of PE at all: ‘I think we saw how you do a gym 
lesson but that’s like a one-off snapshot’ (Lines 59-60) with Participant B completing the 
course with no experience: ‘I didn’t teach any Physical Education in all the placements’ 
(Line 24). Without experience teaching PE, newly qualified primary teachers have limited 
applicable knowledge towards delivering high-quality PE.  Furthermore, Participant J stated 
there was no assessment of PE during teacher training, with assessment limited to core 
subjects only: '[assessment] wasn’t for topic based or non-core’ (Line 469) subjects. This was 
a common occurrence among the participants and subsequently leading to the possibility of 
the primary teachers leaving the course without being assessed in PE or alternative non-core 
subjects such as languages or music. ‘I still think because there’s other things that we have to 
teach, that feels like one of the things that’s got pushed to the side sort of while I was on 
placement a bit’ (Participant H, Lines 83-85). The importance of PE towards improving 
lifelong participation in PA for children (Haskell et al., 2009), despite the improved 
understanding, is not currently presented to training teachers through the lack of time spent on 
PE both theoretically and practically within the course. 
 
5.2.2 Learning though experience, practice and others  
The provision for developing skills through practice and experience in the education course 
prior to teaching is not available to all teachers due to the lack of opportunities provided to 
the training teachers. Therefore, teachers either have to refer to alternative experiences 
without the awareness of the relevance or lack of relevance towards effective PE, or gain 
experience once they are in a teaching position. Social was stated as particularly beneficial 
towards excelling in teaching, with a clear role model given in the training teacher’s mentor 
and the teacher tutor.  In the UK, the supervisor of teaching practice has been replaced with a 
mentor encompassed in school learning in a move towards a model-based approach to 
learning (Walkington, 2005). ‘We have a, what they call a teacher tutor in schools’ 
(Participant G, Lines 34). Boud and Middleton (2003) argued the supervisory role might not 
lead to as effective learning due to the structural constraints of the role, causing the need for 
the learners to display themselves as competent rather than seeking assistance. However, 
mentoring provides an initial induction process for the teacher into the teaching environment 
in addition to allowing for identity formation subsequent to the mentor’s participation in the 
mentoring process (Avalos, 2011). The experience of the training teachers greatly differed 
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depending on the mentor or teacher-tutor they had been given highlighted by Participant N: ‘I 
think most of what you learn is from the teachers in schools so if you’ve got a good mentor or 
teacher tutor then great but if you haven’t then really missing out so there’s a real 
discrepancy amongst students because you know, it relies on who you’re learning from’ 
(Lines 79-83). Learning is not separate to the individual but encompassed within social 
context through experience and practice in addition to learning through the community 
(Lieberman and Pointer Mace, 2008). Walkington (2005) stated the idealism of creating a 
professional development community for university and school staff to work together during 
the initial teacher years but highlighted the difficulty in locating mentors let alone the ability 
for the available time for dedication towards professional development during their time-
constrained schedule.  
 
The notion of learning from others continues throughout all stages of the teachers’ 
development with Boud and Middleton (2003) stating that teachers draw upon each other in 
addition to resources to solve issues in relation to students once established within a school. 
Teachers develop communities of practice within their networks and teams to work together 
to share practices and learning purposes (Avalos, 2011) as they continue their learning 
process after the completion of initial training. Participant A attributed an improvement in 
teaching PE since teacher training to support provided by teachers within the school: So only 
on the job with experienced teachers do I feel I’ve got better at PE teaching, from like 
observing’ (Lines 53-55). ‘Just through having conversations with other members of staff, it’s 
how I’ve kind of got better at teaching and managing it’ (Lines 65-67). Communities of 
practice within teaching provide the opportunity for a developing teacher to create individual 
identity through negotiating their role within the community (Akerson et al., 2009). The 
importance of teachers continuing to be actively engaged in their learning is referenced 
throughout research with effective professional development requiring the teacher to analyse 
their own, current practice towards excellence practice in teaching considering adjustment for 
the age and ability of the students (Ingvarson et al., 2005). In order to further improve 
practice, reflection-orientated learning by student teachers is required to further their practice 
but in reality, teaching can often severely challenge beliefs towards improvement and 
therefore the use of reflective practice can result in a lack of improvement due to the 
challenges faced (Tilema, 2000). Professional development can often be disconnected in 
relevance to problems the teachers face in the classroom through the teacher’s perceptions 
(Korthagen et al., 2006), furthering the requirement for communities of practice within 
teaching to enable effective solutions to be discovered.  
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The ability for teachers to work together and share practice towards furthering learning is 
important within teacher networks, communities of practice and learning (Avalos, 2011); 
exampled by Participant N: ‘I literally have a notepad and make notes and draw diagrams of 
everything she’s teaching and I always use it again’ (Participant N, Lines 483-485). 
However, despite the positivity of watching alternative peer practice, it can be difficult for 
inexperienced teachers to focus on both student and teacher behaviour in addition to the 
connection between sequences of events within the lesson (Star and Strickland, 2008). 
Participant O understood the importance of using a more knowledgeable other or peer within 
the community of practice towards assisting the newly qualified teacher to provide the 
support required to overcome these perceived issues through additional discussion to explain 
the observation: ‘have half an hour of here’s some games you could play in PE with your 
class. (.) Um, how could you do that for reception? How could you do that for year 6?’ (Lines 
339-341). Initial teacher training combined with professional development is vital towards the 
acquisition and development of subject specific knowledge with a teacher’s knowledge 
considered as one of the key requirements toward improving educational practice (Poulson, 
2001). Despite a previously considered view that strong subject knowledge is required for 
effective primary teaching (Poulson, 2001), progression has occurred towards the requirement 
for conceptualisation of content for further improvements in teaching. Observation offers the 
opportunity for a practical example rather than just textual description that may lead to a lack 
of understanding or clarity when seeking to apply the practice: ‘it was really amazing how she 
did it because she did a lesson where she built up from the basic skills. Then she effectively 
moved into what was rounders but at a very basic level and it was just amazing how she did 
it’ (Lines 250-253). Further to the physical improvements made, improvement through 
personal development individually or through others can assist to improve the teachers’ 
perceived ability towards PE.  
 
The individuality of teaching needs among the primary teachers creates difficulty through the 
comparatively short period of formal education teachers receive in the initial stages of their 
teaching journey. Furthermore, the environment created within education courses is not fully 
representative of the classroom environment, further creating difficulty in the transferal of 
theoretical concepts into practice. The challenge presented to achieve a high standard of 
individualised teacher training without ordinance is vital towards preparing teachers to cope 
with the pressures and expectations of teaching. The following section explores the effect of 
confidence on primary teachers, whether it is necessary for successful teaching and how it 
affects their teaching throughout their educational development journey.  
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5.3 Confidence  
5.3.1 Understanding confidence in training teachers  
Schunk (1991) suggested that the greater the perceived ability of the individual, the more 
effort that will be exerted towards accomplishing that task. For teachers, a greater degree of 
confidence allows an individual to place greater effort into teaching, perceiving they have the 
ability achieve the necessary outcomes. Teacher confidence, partnered with the understanding 
of self-efficacy is required for teachers to effectively communicate their own understanding to 
the students to be proficient in teaching (Lloyd et al., 2000). Self-confidence as an element of 
self-efficacy (Burton and Raedeke, 2008), and understood by Sullivan and Kent (2003) to be 
the most influential element on a pedagogue’s behaviour, is an essential element to 
effectiveness within teaching and conversely a potential barrier when teaching (Feltz, 1999). 
However, despite the possibility of a lack of confidence affecting teachers’ ability to teach PE 
effectively, high confidence does not necessarily convert to understanding and subsequent 
successful teaching. Participant G stated: ‘I feel quite confident about teaching PE to be 
honest’ (Line 195) but later when questioned if the participant worked on any basic 
movement skills or fundamentals as part of the PL journey in PE, Participant G seemed 
unaware of what the fundamentals of movement were: ‘I don’t think we’ve done very much 
on that. I think we did a little bit on it in that week I mentioned but (..) not much (.) if I’m 
honest’ (Lines 181-185). The response demonstrates either a lack of understanding of an 
important purpose of PE in teaching the fundamental movement skills on the PL journey or 
the participant may have understood the concept through differing terminology and therefore 
had been unable to relate to the question regarding approaches. This further highlights the 
requirement for unified terms or clarification within the literature towards a greater 
understanding in primary PE through overcoming conceptual differences or terminology 
within the literature in addition to during teacher training.   
 
Confidence is relative to training and current teachers understanding of their ability to teach 
PE rather than their actual ability but nevertheless, confidence is necessary as a lack of 
confidence can be detrimental towards the teacher’s teaching ability. These detriments 
include difficulties in teaching, higher stress in relation to the job and low levels of job 
satisfaction, often linked to the teacher’s perception of their ability through the students’ 
achievement and motivation (Klassen and Chiu, 2010). ‘It was really hard to get past that 
[lack of confidence] to start teaching and feel that I could actually teach this to children’ 
(Participant I, Lines 132-133). Self-efficacy is personal, a judgement around perceived task 
capability that is not inherently evaluative due to the component of conception rather than 
relating to actual ability (Tschannen-Moran et al., 1998). This perception can create a barrier 
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to achievement as a teacher, exampled by participant K: ‘PE has been the hardest thing for 
me to overcome because I did not see myself as a good’ (Lines 129-130). A teacher’s self-
efficacy is most adaptable within the early years of teaching, developing more firmly as the 
teacher gains experience (Klassen and Chiu, 2010), making the early, training years in 
teaching critical towards developing a teacher’s future confidence and perception of their 
ability towards achieving a higher standard of teaching.  
 
Gibbs and Coffey (2004) explored the training of university lecturers, concluding that those 
trainers who were primarily focused on student learning rather than improving teaching, had 
an approach in training which oriented toward changing teaching to have student learning as 
an outcome rather than performance. Factoring back to the approach training teachers and 
teachers take; Gibbs and Coffey (2004) demonstrates that a teachers’ approach to teaching 
affects the approach of study and learning of their students. Participant K additionally 
understood individual learning through the approach of the teachers during teacher training: ‘I 
think actually the techniques I use most in my teaching are techniques that were used to teach 
me on my PGCE rather than the ones that they sort of said’ (Lines 16-18). Through the same 
understanding, the impact the lecturers have on primary school teachers during training 
additionally facilitates towards the education environment. The attitudes of the lecturers 
towards the students (trainee teachers) during the teacher-training course impact their learning 
in many ways including the capacity for subliminal messages (Hutchinson, 2003). Therefore, 
it is necessary to consider that the approach of the lecturers delivering the training during the 
teacher education course has a significant impact on the trainee teachers progressing forward 
in particular in relation to their confidence and understanding. 
 
5.3.2 Confidence after formal education training  
The confidence of the training teachers at the end of their PGCE course or equivalent was 
dependent upon the positivity of their experience during the course in addition to external 
factors supporting them. Participant N attributed confidence towards family support, coming 
from a family of teachers ‘I was confident because the whole time I was at uni [university], I 
had the support of my whole family’ (Lines 51-52). The participant did not think the course 
instilled confidence due to difficulties with the assigned mentor which led to dis-engagement 
from the advice given during the placement and subsequently sought education and 
confidence from family members. Despite this opinion, for the majority of participants, their 
overall confidence in teaching core subjects was sufficient at the end of the course, stating a 
lack of confidence in minority subjects such as languages or PE due to the limited time spent 
on them within the course. ‘PE, I’ve not done a lot of it, obviously we have a couple of 
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sessions at university but (.) but it’s not really done in detail or in any depth’ (Participant I, 
Lines 69-70). Specifically researching dance within PE, MacLean (2007) stated the 
correlation between lacking opportunities to teach dance and the resultant perceived 
confidence to teach it. The participants recalled limited opportunities at university to practice 
teaching PE comparable to alternative subjects: I’ve only taught a couple of sessions 
(Participant H, Line 222). Specifically to PE, many noted confidence to external or previous 
experiences within sport, despite the differing of approaches and understanding necessary in 
comparison to primary PE.  
 
Previous experience and personal experience of school PE can play a vital role in the 
confidence a teacher develops towards teaching PE with concerns raised over the last 20 years 
regarding teachers’ lack of confidence in PE (Morgan and Bourke, 2008). Those with a 
positive personal experience will relate back to this during their teaching, often replicating 
their own experience in their teaching due to insufficient training (Morgan and Bourke, 
2008). ‘I have friends who did the same degree as me who don’t really do any kind of sport, I 
would say feel far less confident teaching it um, than I do, even though we had relatively the 
same level of input at uni [university]’ (Participant B, Lines 227-230). However, despite 
adding confidence, the use of own experiences can be detrimental towards the improvement 
and progression of PE if the participants received low quality PE themselves, preventing 
improvement of practice during reflection of approach. Furthermore, the teacher then may 
become hesitant toward change in the future due to a perceived lack of relevant knowledge, 
low self-efficacy and a belief in the existing system (Ertmer and Ottenbreit-Leftwich, 2010), 
impacting their potential professional development.  
 
Those who upon completion of formal education training had not reached a high level of 
confidence and were not able to draw upon previous experiences for confidence, were able to 
develop a degree of confidence through practice: ‘it was about a year a half ago, the first time 
I went into an academic year knowing one hundred per cent that I knew what I was doing, um 
(.) so that’s, 2 years after passing my PGCE’ (Participant D, Lines 23-25). It is important for 
the teachers to develop confidence because effective interactions towards learning between 
students are teachers are enhanced through confidence (Mahn and John-Steiner, 2002). The 
importance of observation of more knowledgeable others or practice within teaching towards 
personal development was additional associated with continued or developing confidence 
after completing education courses. Building upon teachers’ experience, competence and 
developing confidence is a necessary component towards assisting teachers to become life-
long learners in developing their teaching practice with confidence included within emotions 
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affecting the teacher’s ability to access their own zone of proximal development for 
successful learning (Mahn and John-Steiner, 2002). 
 
5.3.3 Confidence in approach or subject knowledge? 
A lack of confidence is often experienced due to the complexity of the environment required 
for the construction of knowledge in non-traditional methods with a lack of readily available 
examples towards practical application of theory. Jones et al. (2014) included an extract from 
a PhD student, demonstrating the coach’s use of ‘freezing’ inaction activity at a point where a 
dynamic window could be created of the pedagogical activity. The freezing and the evaluative 
episode through demonstration and re-creation by the pedagogue provides the opportunity for 
the pedagogue to check the students’ understanding with the episode repeated if clarity is not 
obtained (Jones et al., 2014). However, this example of practical application in a non-
traditional coaching scenario to the literature is limited, with Jones et al. (2014) providing a 
small insight as to how coaches manage the chaos within a nonlinear environment, despite the 
extract’s analytical use within the journal itself, creating difficulty for non-academics to 
access and understand the literature. ‘If it’s a load of prose, you haven’t got time to read it 
and you just don’t want that’ (Participant N, Lines 496-497). The lack of example of practical 
application of theory within the literature provides little opportunity for clarification of its 
meaning, leading to a greater variance of understanding through the individual’s 
interpretation. Pinder et al. (2011), although describing the environment within nonlinear 
pedagogy, refers to the interactions within the environment as ‘performer–environment 
interactions are based on the pickup of multiple sources of imperfect information from the 
environment’, which although theoretically accurate, does not provide a practical example of 
what these interactions look like. The environment that can be ‘complex’ and ‘chaotic’ with 
adoption of non-traditional methods such as Teaching Games for Understanding exampled by 
Roberts (2011) as a complex process for teachers. This presents difficulties in primary teacher 
confidence where they may not have experienced a similar environment previously, 
particularly in relation to confidence of behaviour management: ‘I didn’t leave feeling 
prepared. I didn’t feel entirely confident teaching PE but I do feel PE is hard to teach 
anyway, so (.) that’s how I think most people find it tricky because there’s a lot of behaviour 
management involved in PE’ (Participant A, Lines 43-46). Therefore, for non-traditional 
methods it can be harder to develop confidence through a lack of practically exampled 
literature when the teachers have had limited opportunity to teach PE during training or apply 
the methods with assistance when they face difficulties.  
 
 56 
However, there was disparity between whether understanding the approach to teaching was 
necessary for confidence or whether understanding the content within the lessons inferred 
confidence. Participant D viewed the approach as necessary and the content possible to learn 
individually: ‘I was just like this is useless because primary teaching is not about subject 
knowledge like you know. I am teaching the Vikings at the moment and I don’t know anything 
about the Vikings but you can learn enough about the Vikings in one evening to be able to 
teach it for a whole term to primary children’ (Lines 240-244). Contrary to this, Garbett 
(2003) considered teacher’s subject knowledge to impact their pedagogical content 
knowledge and ability, subsequently affecting the teacher’s ability to ask meaningful 
questions due to a lack of depth of subject content knowledge. Drawing upon earlier works 
stating the importance of content knowledge, Poulson (2001) instead suggested the 
requirement for an understanding of content to be taught along with the ability to present this 
understanding to the children through making conceptual connections between aspects of 
content, leading to pedagogical content knowledge rather than detailed subject knowledge. 
The requirement for pedagogical content knowledge is additionally supported by Roberts 
(2011) but stated as an additional dilemma to non-traditional implementation if pedagogic 
content knowledge is insufficient. Therefore, due to the beneficial qualities presented in both 
content and approach knowledge, it is considered that instead of presenting one as superior 
over the other, they should be presented to the trainee teachers in reference to how they are 
both applicable to practice in teaching. This aligns to the view of Smith (2007) who 
established the requirement for a greater connection between specific teaching instances and 
the general principles towards improved understanding of the teacher in utilising the 
knowledge.  
 
The participants had varying confidence and perceptions of what constituted increased 
confidence, but despite variance, much of the teachers’ initial confidence is reliant on their 
experience within teaching training in addition to the approach of the lecturers on their 
course. While confidence does not necessarily constitute successful teaching, a lack of 
confidence can be detrimental towards teachers’ teaching ability when challenged within a 
classroom setting. Therefore, confidence is a key factor towards teachers’ maintaining a non-
traditional approach within primary PE to ensure the teacher stays concurrent with their 
philosophy under pressure. The following section further explores the factors influencing 
teachers within the classroom, in exemplar through the students’ behaviour, understanding 
and competitiveness. The students’ self-perception and achievement within PE are 
additionally discussed, presenting complications through the varying and individual 
development of the children.  
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5.4 Student Experience 
5.4.1 Behaviour management and Student engagement  
As teachers, perceptions of their strengths and weaknesses affect their chosen management 
style with a supportive class environment additionally contributing to their developing ability 
to teach PE through managing both themselves and the children (Humphries and Ashy, 2006). 
The participants deemed behaviour management of high importance in learning and 
progressing in teaching, particularly in relation to primary PE in the differing environment or 
skills required to maintain behaviour while the children are physically active. ‘I think most 
people find it tricky because there’s a lot of behaviour management involved in PE’ 
(Participant A, Lines 45-46). Clunies‐Ross et al. (2008) concluded that relatively minor forms 
of misbehaviour among students were a common concern for teachers with teachers spending 
a substantial amount of time within lessons on behaviour management issues, effecting 
teaching practice as well as student learning. ‘I find PE (.) probably the hardest to manage 
behaviour management wise’ (Participant G, Lines 120-121). Despite the importance of 
classroom and behaviour management towards effective and reduced-stress teaching, 
Simonsen et al. (2008) consider effective behaviour management to involve a maximised 
allocation of time for instruction, arrangement of instructional activities to maximise 
academic engagement and achievement, and proactive behaviour management practices. 
Through defining successful behaviour management to include allocated instruction time and 
for the activities to be instructional, Simonsen et al. (2008)’s use of language implies that a 
non-traditional approach would demonstrate unsuccessful behaviour management due to the 
stress on instruction within the definition. In addition to the constraints of behaviour 
management within PE lessons, teachers are required to additionally have the skill sets to 
organise both the class and time towards maximising the amount of the opportunity of high-
level practice (Martin and Kulinna, 2005). Both of these factors lend towards aligning with 
instructional based, traditional approaches to teaching, particularly for a newly qualified 
teacher who is concerned with achieving these requirements without understanding the use of 
terms within the literature. The use of terminology throughout the literature creates a potential 
barrier to complete understanding of the concept through the language used without 
clarification of its meaning in context, leading to confusion in application of approach in 
collaboration of behavioural methods.  
 
Participant D understood behaviour not just to encompass behaviour in terms of disobedience, 
but also behaviour towards learning: ‘behaviour for learning is the kind of behaviour that the 
children display towards their learning’ (Lines 83-84). The children’s attitude and motivation 
towards learning has a significant impact on the stress level of the teacher (Cains and Brown, 
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1998) with teachers’ enjoyment and confidence varying dependent on the perceived 
motivation and engagement of the students (Martin, 2006). Motivation and engagement can 
be understood as the students’ energy and drive towards the subject but despite their impact 
on teachers’ enjoyment and confidence in teaching, very little research has been done to 
explore these factors (Martin, 2006). Participant D who worked with many children with 
behavioural difficulties, considered motivation towards learning difficult to change at a later 
age for children: ‘it’s very difficult to, um, motivate behaviour for learning unless you do it in 
nursery or in foundation stage’ (Lines 86-88). From the majority of the participants’ 
thoughts, the children did demonstrate engagement towards PE: ‘I find that a lot of the 
children really look forward to PE because it’s something different (Participant G, Lines 128-
129)’ ‘they really enjoy that break in their learning (Participant H, Lines 208-209)’ but 
demonstrated greater self-awareness in PE than alternative subjects. ‘body image, I think 
that’s a big thing for some of them (Participant B, Line 259)’ ‘So they’re year 5 so they’re 9 
and 10 so they’re kind of getting to the age where they’re aware of how they look and how 
they’re looking to people’ (Participant B, Lines 261-263). The student-teacher relationship 
can have a significant impact on the behaviour, engagement and academic achievement of 
each individual child (Roorda et al., 2011). It is therefore important the teacher can relate and 
understand the differing opinions and needs of each individual child within PE towards 
strengthening the student-teacher relationship.  
 
As a subject, many teachers viewed children to have a positive opinion of PE, particularly 
through the change of scenery from the usual classroom: ‘It’s nice to go outside because they 
have more room and they’re allowed to shout a bit more and kind of be a bit more free so 
they probably prefer being outside’ (Participant L. Lines 369-371). However Participant O 
perceived the children’s opinion of PE to additionally be dependent upon the teacher: 
‘Beginning of the year they’ll be a couple of girls that I ear mark and they’ll be like I hate PE 
and by the end of the year, they turn around and say, oh PE is alright actually and that’s my 
goal’ (Lines 396-398). Towards achieving this goal, teachers are required to have an 
individual understanding of each of the needs of the children within the lesson to aid within 
the development of PL alongside learning. Difficulties in adapting to different abilities for 
primary school teachers presents challenges not just through adapting to the differing abilities 
within a class but the different approaches and skills needed to teach across the different age 
groups: ‘What you’ll try with a year 4 is never even going to work with a foundation or a year 
one’ (Participant M Line 54-55). However, the difficulties of ranging ability applied not just 
to the varying year groups but also within the class: ‘it’s a lot harder than I thought it would 
be. Um, coming from football coaching to actual teaching (.) er, where you’ve got people who 
have literally never kicked a ball to people who are playing regularly for academy teams’ 
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(Participant C, Lines 110-113). In addition to differing actual ability, Participant O stated the 
occurrence of differing perceived ability: ‘Yeah, thinking about it, it’s the guys at either end 
of the spectrum, the ones that know all the rules and know everything and feel like other 
people aren’t playing properly when actually that’s their perception’ (Lines 230-233). 
 
As the children increase in age, the different characters and competitiveness also impact the 
teacher and the management required within the lesson: ‘yeah, separating them on teams so 
there’s a bit of competitiveness in each team which I think helps kind of overcome that a little 
bit so’ (Participant F, Lines 127-129). The competitiveness can prove difficult to manage with 
Participant D’s school opting to follow a program primarily based on skills, limited in 
competitiveness and linking PE to PSHE to promote ‘personal social learning’ towards social 
skills in PE: ‘for the children to take on that skill and it can be done at different levels and the 
children can help each other’ (Lines 155-157). The use of the requirement for individualised 
learning for children (Moy et al., 2015b), was demonstrated through a different perspective in 
Participant D’s school while understanding the importance of PE. With a range of behavioural 
issues common in the children, the reduction in competitiveness allowed for the children to 
participate in vital skill development relevant to their current skills set while keeping the 
children safe from fights or removed from the lesson due to outbreaks: ‘we have cards that we 
can give them with skills on and they might still be working on the foundation stage skill but 
that’s where they are’ (Participant D, Lines 163-165).  
 
5.4.2 Standard achieved in Physical Education 
Many schools failed to use any form of testing: ‘Essentially in a curriculum subject you have 
objectives (.) and you have to teach those children those objectives but in PE, if I’m honest, I 
don’t teach to objectives in PE because I’m building up to something I suppose but also we 
don’t make a record of whether they can do it or not’ (Participant N, Lines 313-317). The 
common lack of a minimum requirement of standard in PE for the children which is tested 
may be a contributing factor towards the current need for improvement in PE: ‘We don’t have 
any form of assessment for PE across the school’ (Participant J, Line 187). The difficulty in 
measuring outcomes of PE creates difficulty in measuring progress and achievement for 
teachers in PE. In English, if a child is unable to read, they would be considered illiterate 
despite the continuing journey there is an accepted standard where an individual would be 
considered of the appropriate level to be literate. However in PE, the equivalent standard of 
PL is less clear and perceived more difficult to measure, with an individual considered to be 
on the PL journey, started before school and continued throughout life, rather than illiterate in 
the physical sense. This creates difficulty for both schools and teachers, as it is difficult to 
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assess the standard achieved in PE when there is currently not an effective method of 
assessing achievement. ‘It’s all the assessment and that side of it you don’t necessarily get 
taught about on training, when you’re training for your degree’ (Participant B, Lines 65-67).  
This difficulty correlates to the understanding of Morgan and Hansen’s (2007) study 
exploring Australian primary teacher’s opinions of PE, with 92% reporting they were lacking 
in the ability to perform assessment in PE and required further training for improvement in 
PE.  
 
However, Participant I demonstrated that without assessment, children can progress through 
the school without the fundamental skills of movement: ‘I think (.) assessment in PE isn’t as 
you know, well done as in Maths’ (Lines 424-425) ‘they’re playing a game of rounders or 
they’re trying to catch and it’s just going straight through it’s because they’ve not had that, 
learnt, not had that taught to them properly’ (Lines 429-431). Cools et al., (2009) defined the 
types of movement assessment tests into two main categories, norm-referenced tests of 
quantitative nature, comparing the child’s performance to a normative group through 
movement skill competence; and criterion-referenced tests additionally consider the 
qualitative notion of movement within a skill item. Not only is movement often overlooked in 
assessment due to its natural relation to human life (Cools et al., 2009) but also different 
assessments within PE have only focused on aspects within PE such as Achievement Goal 
Theory, a theoretical approach used to understand the motivation and behaviour of children in 
PE lessons (Xiang et al., 2004). Cale and Harris, (2009) stated that due to the promotion of a 
healthy lifestyle considered as a key purpose of PE; fitness testing has become a common 
occurrence in schools despite the dispute surrounding fitness testing young people. Through 
analysis of previously used fitness testing methods, Cale and Harris (2009), conclude that the 
efforts of fitness testing for promotion of a healthy lifestyle may be better placed elsewhere 
due to the lack of concrete evidence in its success in prediction. Further to this, the use of 
fitness tests primarily encompassing movement; fail to consider the cognitive and social 
development requirements in following the holistic nature of PL. Therefore, this gap of 
understanding in the literature additionally transfers to the teachers who without a form of 
measuring PE may consider the standard the children achieve on their PL journey less 
important than they would in alternative subjects. ‘In Maths they make it more obvious (.) you 
can get like a list of targets to meet, like do long term planning but I feel like PE’s a bit more 
relaxed’ (Participant G, Lines 172-174).  
 
However, despite no formalised measuring method, many of the teachers stated little to no 
difference in the ability of the children across the two genders at a primary level, particularly 
during the earlier years. Instead the difference occurred in their preference of activities, 
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despite many of the activities stated being specific sports: ‘the girls a little bit more, some of 
them do don’t get me wrong, do enjoy Football, um and Cricket and Rugby but a lot more of 
them are either finding enjoyment in Netball or like the gymnastics or the dance’ (Participant 
C, Lines 105-107). Throughout PE literature, girls and boys are often discussed separately, 
however due to their ability level at primary PE in developing the fundamentals of movement, 
the differing of ability in PL often occurs across the class rather than between genders. 
Participant B did not consider a difference between the two genders: ‘I probably wouldn’t say 
so. I think they’re all quite willing to take part’ (Lines 242, 243). Instead, considering the 
difference when games of Sport such as football are played: ‘I think it is quite a physical 
sport, um, and maybe the girls don’t feel as confident in it so therefore don’t want to take part 
maybe’ (Lines 254-256).  
 
Behaviour management was perceived as of high importance by many of the teachers due to 
the importance additionally placed on discipline by the schools and PE considered to be more 
challenging than more traditionally academic subjects. The lack of formal assessment for PE 
creates difficulties in establishing a standard of achievement for the children in addition to 
influence the importance teachers’, parents and children place of PE. Additionally, without 
formal assessment, PE requires teachers’ interpretation of achievement, creating ambiguity in 
judgement if the teachers’ perception is not aligned to the objectives of PE. The following 
section further explores PE within a school setting through the logistical elements including 
educational policy and expectations of teachers toward investigating the necessary 
compliance of teachers in pre-set expectations. 
 
5.5 Physical Education Context  
5.5.1 Physical Education policy and physical activity in schools 
The provision of PA within schools is important as it provides the opportunity for PE to focus 
on its prime objectives if alternative times for PA are offered. Access to publicly provided 
recreational infrastructure through schools has a positive association towards children’s 
participation in PA (Davison and Lawson, 2006). The requirement to improve health through 
improving PA levels; physical fitness and obesity prevention (Sanchez-Vaznaugh et al., 
2012) through policy had a demonstrated positive change towards this goal through the 
participants interviewed in the study. ‘We have clubs obviously after school and PE twice a 
week, um, we also (.) have a policy where they’re not allowed chocolate bars in their 
lunchbox, they’re not allowed fizzy drinks’ (Participant L, Lines 184-186). In response to 
whether to school had any organsied PA outside of lessons, Participant O stated ‘recently 
we’ve decided that’s not perfect answer for everything we’re doing for PE. It needs re-
inventing so (.) have you heard of daily mile? (Lines 188-190). Although not all participants 
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considered their school to be doing enough towards health, improving PA and obesity, many 
demonstrated a recognised move towards increasing activity outside of PE lessons. This 
progression if continued and maintained will allow for PE lessons to focus on their primary 
educational goal rather than encompassing other factors, as it is the closest related subject in 
the curriculum. Participants instead reported the connection with other subjects particularly 
PSHE towards improving health, despite some participants seeming unsure of the particulars 
of the connection of the subjects: ‘They link it quite a lot in with PSHE’ (Participant D, Line 
153). ‘Pretty sure that happens in biology and in PSHE and it’s also a pastoral matter as 
well’ (Participant K, Lines 249-250).  
 
Funding provided for school improvement of PE has led to a number of different 
implementations. Some schools have used to funding to use employ a ‘specialist PE teacher’, 
however, the effectiveness of the specialist teacher is based on the school’s understanding of 
PE and what is necessary to improve PE exampled through Participant N’s experience: My 
personal view is that the funding should have been spent on teaching teachers to teach PE, 
not paying kids to teach kids PE because effectively [Company Name] are a load of like, 
they’re all about nineteen and it’s (.) from what I’ve seen of them, it’s not particularly 
impressive’ (Lines 374-378). Dinham, (2007) stated the possibility for greater depth of 
understanding in knowledge and teaching methods by specialist teachers but the reality of the 
teachers employed may not achieve this aim. The commodity of specialist teachers used in 
place of Primary teachers in PE is becoming more evident in the literature as a solution to 
PE’s improvement, presenting mixed views whether a specialist teacher allows for the 
opportunity to learn new skills or simply the transferal of responsibility for teaching PE 
(Morgan and Hansen, 2008). However, the use of specialist teachers without the transferal of 
knowledge to current primary teachers, leads to the success of PE dependent upon the 
continued financial expenditure rather than educating the teacher towards a sustainable 
continuance: ‘We were buying in [Company Name] to cover teacher’s PAA time, so every 
week teachers get an afternoon to plan and prepare lessons and do assessments and stuff’ 
(Participant N, Lines, 357-359). Despite the benefit to teachers through planning time for 
alternative lessons, without involvement in the PE lessons alongside the specialist teachers, 
the primary teachers will not improve upon their current skill set but instead, there is a 
possibility of de-skilling through lack of continued practice of PE. Participant O’s school did 
not support the use of funding to cover PPA time, instead considered the use of specialist 
teachers to be a learning opportunity, ensuring all teachers continued to develop their 
expertise and participate in PE lessons: ‘They’ve got to do it because then you don’t have to 
pay for it next year in theory’ (Lines 314-315). ‘A few years where the same group of coaches 
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is coming back, obviously with different classes each time but it actually gives the teachers an 
opportunity to reinforce things as well and remember that it’s not that bad’ (Lines 320-323). 
 
5.5.2 Expectations of teachers  
The planning expectations of the university and different schools offer disparity towards what 
is specifically required in a lesson plan. During university, many participants recalled lengthy 
planning while at university reducing or increasing based on the school’s perspective of 
optimum planning. Participant O stated the comparable: ‘I used to spend (.) majority of 
Sunday morning and afternoon doing planning (.) but now, um, you get a lot more efficient at 
it. The work load, particularly here, you’re not expected to produce reams and reams of 
planning for a lesson like you would, you used to have to during your PGCE’ (Lines 142-
146). For some, the responsibility of planning was taken away from them but the use of pre-
set plans designed by others separates implores a separation of conception from execution, a 
topic controversial in debate with a varying response from teachers but largely leading to 
compliance of teachers within the reform of teaching practice (Troman, 1996). The vagueness 
and lack of clarity in the PE curriculum were given reasons for following previously set plans 
by teachers despite the demonstration of the centralisation of standards, straying away from 
the creativity of learning towards a unified approach. Irrespective of the consideration by 
some that specialist teachers should not be used to cover lessons, many of the primary 
teachers demonstrated little understanding of current policies towards improving health, PA 
or PE or the objectives of the PE curriculum. ‘I’m in a school where we have a good PE 
system and a good coordinator so it’s kind of down to a leader’s job to do that, not so much 
like a class teacher if that makes sense?’ (Participant A, Lines 197-200). Many teachers 
considered it to be the PE subject coordinator’s role to understand the policies in addition to 
the use of schemes instead of planning PE lessons.  
 
Planning was attributed to overcoming health and safety concerns of some of the teachers 
with concerns varying across schools and teachers in the importance: ‘The kids are going to 
fall over at some point and as long as they’re not badly hurt (.) it should be okay but 
obviously you know some games (.) erm, they need to concentrate and stuff and that’s, but 
that’s just applicable for outside and inside the classroom, it’s not a big issue’ (Participant I, 
Lines 169-173). While others felt the challenges faced in PE could be reduced through careful 
planning, Participant E demonstrated significant concerns regarding health and safety and 
insurance issues for PE, in particular towards training teachers or students taking PE lessons: 
‘It is definitely down to insurance, schools aren’t covered to have students take the lessons so 
it’s if children were to injure themselves, they then haven’t got the back up of the insurance 
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company to cover that so it could be a great cost to the school’ (Lines 50-54). It raises the 
question but does not conclude health and safety as a barrier to training teachers delivering 
more PE within their training years with health and safety the responsibility of the individual 
school, leading to discrepancies between schools.  
 
The responsibility of safety and participation of the children within PE lessons lies 
individually with the classroom teacher after the completion of teacher training, adding to the 
large workload and expectations of teachers. OFSTED additionally places pressure on 
teachers in terms of preparation and achieving the standard required: ‘with an OFSTED, they 
want to make sure we have everything prepared’ (Participant J, Lines 113-114). The majority 
of participations stated an OFSTED focus on the core academic subjects with a couple stating 
they had an interest in the spending on PE or PE lessons: ‘Would they come and observe a PE 
lesson? Only if you really engineered it’ (Participant O, Lines 361-362). However, Case et al. 
(2000) questioned the lasting impact of OFSTED inspections, considered that the inspections 
involve a performance by the school that is not recreated in teaching after inspection, instead 
considering OFSTED for public accountability rather than improvement. Despite the 
requirement for teachers to conform to a set standard, teachers are additionally required to 
contribute towards a caring element considering the physical, intellectual and emotional 
challenges of the children (Forrester, 2005). This challenge is not comparable to other 
professions where a detachment or impartial demonstration with clients would be appropriate, 
instead, primary teaching requires for teachers to create a stable environment where the 
children feel safe in order to foster their learning (Forrester, 2005). The difficulty in 
understanding the balance between achieving standard and fostering a caring environment can 
prove difficult in PE, a subject that can show differences between children’s position in their 
PL journey, involve the children being competitive while physically active, in addition to the 
considered health and safety concerns stated by some teachers: ‘In PE if you can’t hit a ball 
or you can’t catch, it’s there for everybody to see’ (Participant N, Lines 268-269).  
 
For those teaching in schools, parents’ understanding of the importance of PE additionally 
effects health and safety with those forgetting to give their children PE kit affecting all of the 
children’s PE lesson in some respects due to the requirement for adjusted games or the 
creation of additional roles for the children. Participant N supported this conclusion: ‘that’s 
one thing that I think is really important. Parents don’t understand the importance of PE’ 
(Lines 532-533). Hinkley et al. (2008) additionally stated the parental influence towards PA 
habits, with active parents leading to a greater likelihood of active children, in addition to the 
quantity of time spent outdoors. Regarding educational attainment, Eccles (2005) concluded a 
positive correlation between the parents’ positive educational experiences in addition to the 
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safety of the neighbourhood. Those living in a trusted neighbourhood were more likely to 
allow their children to participate in community activities (Eccles, 2005), subsequently 
developing a more positive attitude towards PA. However, specific research indicating 
parental influence towards children’s achievement and motivation within PE is limited, 
instead focusing on the relationship between parents and PA or parents and academic 
achievement or motivation. Xiang et al. (2003) explored the relationship between parent’s 
beliefs towards children’s motivation in a primary-age children’s running program in an 
American school. The study concluded that parent’s competency and value beliefs were 
predictive of their children’s persistence and effort towards their performance while gender 
stereotypic beliefs influenced the achievement goals the parents adopted for their children, 
concluding the importance of parental beliefs for motivation in PA (Xiang et al., 2003). 
McDavid et al. (2012) supported this view stating that mothers and fathers both play 
significant roles in the motivation of adolescent’s participation in leisure-time. 
Comparatively, due to the ability of PE to inspire and develop lifelong participation in PA and 
its participation across all school-age children, the influence of the parents will also have a 
significant impact on the values of the children within PE, although the specifics of the 
impact are yet to be researched independently.  
 
Despite differing beliefs by some teachers, ‘I see English, Maths, Science and PE all on the 
same sort of level’ ‘because surely your understanding of movement is as important as your 
understanding of Maths and English’ (Participant O, Lines 374-376), PE has a lower status 
than core academic subjects within schools in addition to a common lack of standardised 
testing. The priority and comparison for PE to alternative subjects is important because in 
effects not only the teachers view the value of PE but additionally the time spent in 
preparation and the importance of achievement within PE. ‘The teachers have got so much 
paperwork, that you couldn’t physically (.) be doing, the paperwork you do for Maths and 
Literacy for every other subject’ (Participant N, Lines 318-320). Despite the benefits and 
importance placed upon PE through its outcome objectives in achieving lifelong participation 
in PA towards improved health, mentally, socially and physically (Bailey et al., 2006), PE’s 
current place in the primary school curriculum does not aspire teachers towards seeking 
improvement in teaching specifically for PE unless encouraged by the school. Comparably 
Participant E experienced a more beneficial use of the funding towards improving PE: ‘We 
have a specialist come in one day a week and she does CPD lessons with people who are less 
confident in certain areas so I think our PE focus is high and it works well in our school’ 
(Lines 391-394). However, this focus is above the decision of the primary classroom teacher 




Distinction between PA and PE is necessary towards establishing and truly understanding 
PE’s position and purpose within the school curriculum. It sets the foundation from which the 
expectations of teachers within PE is built upon through the requirement for PE to educate 
children towards the ability for lifelong participation in PA rather than simply participating in 
PA during school hours. However, the expectations of teachers are set by students, parents 
and schools alike establishing the requirement for corroboration towards a common objective 
in order to demonstrate improvement in PE for primary children. The following section 
explores the conceptual complications of PE through terminology and association to Sport 
towards the teachers’ understanding of PE. Furthermore, it seeks to discuss the gap between 
theoretical understanding and practical implementation towards overcoming issues faced by 
non-traditional methods in PE previously.  
 
5.6 Bridging the Gap 
5.6.1 Sport V PE  
To achieve effectively the outcomes of PE, it is necessary for teachers to additionally 
understand the difference between PE and sport in a primary setting. Participant O stated: ‘I 
might not be brilliant at one particular sport but I’ve always loved it and always appreciated 
all values it can bring so yeah’ (Lines 283-285). The use of Sport and PE interchangeably by 
many participants throughout the interviews demonstrates little difference in speech between 
the two despite the differing purposes. As stated previously, Tremblay and Lloyd (2010) view 
the purpose of PE, PL, as a relatively new concept, a concept that has since been sought by 
many researchers to define, in particular Whitehead (2013a; p26). Despite the holistic, 
embodiment nature of PL towards the knowledge, ability and potential to fully participate in 
the community and wider society stated as an understood definition of PL academically 
(Whitehead, 2013a; p26), the transferred understanding to teachers is inherently different. 
While the discursive existence of PE and clarification in understanding was deemed necessary 
by Evans (2004), the discursive debate has been of academic nature within journals; 
accompanied with the limited time spent on PE during teacher training, little opportunity is 
left for the clarification of conceptually difficult terms for those delivering PE. Sport differs 
greatly from PE, in particular to the different objectives and subsequently learning outcomes. 
While learning of fundamental skills of movement may take place within Sports sessions, the 
specific aim of Sport is not to develop fundamentals of movement on the PL journey, and 
consequently adapted games are required to ensure the vital physical development of children 
during their early years within primary PE. 
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This differentiation was often not recognised by the participants, accompanied by the lack of 
time for researching a complex academic debate: ‘Sometimes when I look on the internet for 
lessons you can find things with diagrams and you can quickly see oh right this child has this 
beanbag, this child has this but if it’s a load of prose, you haven’t got time to read it and you 
just don’t want that’ (Participant N, Lines 491-493). However, it became evident that the 
difficulties in understanding PE progressed further than just the terms of sport and PE to also 
included the primary PE objectives: ‘the [PE] curriculum is very vague’ (Participant J, Line 
150). The curriculum states: ‘Pupils should be taught to play competitive games, modified 
where appropriate [for example, badminton, basketball, cricket, football, hockey, netball, 
rounders and tennis], and apply basic principles suitable for attacking and defending’ 
(Department for Education, 2013). However, in exampling ‘sports’, irrespective of the 
statement ‘modified where appropriate’ and the sports used as examples, the Sports have 
instead become a focal point of teaching the game rather than participation in a competitive 
game stated. While some participants understood the requirement for adapted games suited to 
the ability of the children, others stated concerns in their ability to understand and apply sport 
rules within a game as a reason for lack of confidence in PE. ‘The kids like playing games so 
the more the children are playing games the better job that you’re doing and the more 
information that you’re gonna' get about that child and their movement and rather than just 
standing opposite each other throwing a netball to each other’ (Participant O, Lines 173-
176). However, the gap in understanding processes past the differential terminology to 
additionally include the theoretical approach and its application of skill in practice of a game 
rather than in isolation, exampled by Participant O.  
 
5.6.2 Theory to practice gap 
Educating through exploring academic research creates further obstacles with Jones et al. 
(2014) concluding that due to the small number of contextual considerations in the literature 
(e.g. Cushion and Jones, 2006; Jones et al., 2014), the teaching process in academia has 
ignored the social beyond interactional despite its recognition as a social, non-linear process. 
By outlining pedagogical theories, it was viewed that pedagogues should be considered as 
educators and coaching as a complex pedagogical process in understanding (Jones et al., 
2014). The research considered this overlap with teaching and coaching viewed as alike in 
entity under the umbrella term pedagogue, to allow for greater discussion and application of 
the non-traditional literature following Siedentop’s (1990: pg 316) understanding. However, a 
primary teacher who has not specialised in teaching and coaching literature may be unable to 
draw this collaboration and subsequently have difficulties applying the complex theory. ‘I 
think primary teaching (.) you to, you might have your specialisms, you might have your 
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things you’re really, really passionate about but there are areas that you find, tricky’ 
(Participant O, Lines 56-59). Bowes and Jones (2006) support the view that pedagogic 
literature is rationalised, with blank spaces in the knowledge in addition to the complexity of 
the concept reduced or degrees of abstraction used to create a formalised concept. While the 
debate continues around the criticisms and assumptions within the methods, the theoretical 
understanding of coaching and assistance to guide coaches’ actions is not able to progress 
(Bowes and Jones, 2006). Gréhaigne et al. (2010) allude to the requirement for knowledge in 
new theories to be extracted from practice, related to the theoretical model and then returned 
to practice to overcome the difficulties presented in a practice that is solely compromised of 
theoretical understanding. Exampled through Participant G, the requirement for theory to be 
linked to practical example or understanding is evident towards improved understanding of 
the primary teacher in their practice: 
‘Participant G: ‘it’s obviously better for them to be doing things, talking, for themselves 
yeah.’ 
Interviewer:  Is there any techniques you use or any examples that you could give? 
Participant G: Um, it’s really hard to think.’ (Lines 69-72).  
 
Gréhaigne and Godbout (2014) suggest the transfer of concepts across differing domains can 
create unclear uses of the approach in the alternative context, particularly in the application of 
new approaches. To ensure the progression from basic ‘plastering’ to an accepted concept, it 
is necessary for the concept’s epistemology to be considered to determine the operative value 
of the concept within the context (Gréhaigne and Godbout, 2014). Teaching Games for 
Understanding is referenced by Pill (2008) on behalf of the Australian Government as an 
alternative approach to learning, guided through discovery and enquiry where the learning of 
skills is not separated from the game but instead placed in the broader context of the game 
itself. Despite considerable research referencing Teaching Games for Understanding in PE 
and there have been a limited number of studies evidencing the impact Teaching Games for 
Understanding has had within the pedagogical domains (Roberts, 2011). Further to this, there 
is a lack of specialised studies regarding how coaches learn and implement practices, 
particularly in relation to non-traditional coaching practices (Roberts, 2011). Teaching Games 
for Understanding although recognised positively by many authors (Kirk, 2010; Light and 
Robert, 2010; Metzler, 2011), in contrast, Stolz and Pill (2014) acknowledged the 
requirement for the premise of the model to be revisited to further align its relevance in 
relation to the pedagogy of PE and acceptance among PE teachers. The difficulties presented 
in the application of Teaching Games for Understanding have been applicable across non-
traditional methods in alternative approaches additionally with the theoretical models 
providing little practical value without being justified in education context (Aelterman et al., 
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2013). Participant L supported the requirement for theory to be justified through practical 
example and learnt alongside practice: ‘because you can now apply it to what you’re actually 
doing so it’s bit more realistic’ (Lines 228-229).  
 
The understanding of O’Leary et al. (2014) that typically English PE training teachers have 
difficulty understanding the relationship between university taught content, pedagogical 
knowledge and their relevant underpinning in practical school-based placements became 
evident through the interviews. ‘We didn’t really use much of our theory knowledge which 
maybe we should have’ (Participant L, Lines 92-93). The responses demonstrated a 
requirement for a greater link between theoretical concepts and their practical application 
during the teacher training courses to create resonance for the participants towards re-calling 
the theory: ‘If you ask me honestly if I can remember much of the theory around it’ 
(Participant O, 47). From the participants’ responses, it became apparent that some teachers 
were very aware of the theory supporting their teaching and others deemed it less important, 
for example Participant O when discussing theory ‘I’ve never been like that so I much prefer, 
I much prefer the kind of practical approach of being in the classroom and around the kids 
and learning from other people’ (Line 50-52). Although not conclusive within a small sample 
size, the differentiable ability to re-call theory and apply it to practical understanding presents 
the argument whether some teachers would require a practical example to be convinced of its 
beneficial qualities and whether others would require a sound theoretical justification to 
consider a new concept. Participant B did not follow a clear theoretical approach but instead 
considered the possibility that an intuitive approach was taken from the theory learnt during 
training: ‘Maybe I do things without realising it that are because I know the children behave 
in a certain way’ (Lines 224-225). Despite the possibility for learning theoretical approaches 
through practice providing valuable experience; Walkington (2005) highlighted the necessity 
for true professional teaching to encompass both understanding of an intellectual dimension 
in addition to learning through practice, creating flexibility in teaching through lifelong 
learning and the teacher’s ability to adapt confidently through on-going change. For a teacher 
to truly encompass a non-traditional perspective towards teaching, it is necessary for a clearer 
links to made between theory and practice to create understanding of approaches for the 
teacher: ‘I think maybe those links should be made more clear maybe’ (Participant I, 223-
224).  
 
The requirement for teachers to continue to be actively engaged in their learning towards 
effective professional development in analysing their current practice is accepted among 
academics and educators (Ingvarson et al., 2005), but the notion of the direction of this 
practice is ultimately guided by the school. The decision of approach may be considered to be 
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above the level of classroom teachers with Participant D stating ‘making sure you really know 
the school before you apply there is so important because basically if that style isn’t for you 
then that school isn’t for you (Lines 97-99). In assessing the gap presented between 
theoretical understanding within the literature and practically applied examples; it opens the 
question whether implementing a theory of learning can be individual to the needs of PE, or 
necessary to be applied as whole to education throughout the school. Exampled in a change of 
learning strategy by Participant M ‘they all thought it reflected the ethos of the school well so 
decided to go for it’ (Line 319-320). The application of a new approach was applied as a 
whole to all subjects throughout the school, focusing primarily on Maths and English in the 
initial stages as a measurement for progress. It opens the possibility that if a move towards 
non-linear was to occur within education, whether education of teachers in the theory of non-
linear and support of the head teacher and governing bodies would be required; or whether 
the practical application of theoretical approaches needs to be made specifically relevant to 
movement and PE for greater understanding across all educators.  
 
The ambiguity of concept and lack of understanding around PE demonstrated throughout this 
section, provides the framework for the areas of future research towards improving primary 
PE. The disparity around the use of theoretical concepts in teaching by some participants 
further accentuates the requirement for improvement in demonstrating the theoretical to 
practical links. However, the decision of approach for possibility by teachers is also affected 
by the school in addition to governing bodies, further adding to those required to comply in 
the path of non-linear implementation. The following chapter explores the core themes drawn 






Through the interviews it became apparent that there is not one singular factor affecting the 
implementation of non-traditional approaches towards improving PE, but instead, a web of 
inter-linked factors often dependent upon another for progression in PE to be made. Aligning 
to Korn’s (2003) understanding, it is preferable for a newly qualified teacher to establish and 
understand a chosen philosophy to make choices towards developing their teaching style and 
maintaining their beliefs throughout their teaching journey. A philosophy is particularly 
relevant when understanding learning and teaching from a non-traditional approach because a 
teacher’s beliefs and interpretation developed through their own values, goals and viewpoints 
have a significant impact on the children they teach. Many of the participants did not 
demonstrate a clear philosophy but the ability to articulate a philosophy is necessary as 
perceived by Muis and Foy (2010) as a greater articulation of non-traditional methods in 
philosophy typically correlates towards a greater demonstration of the approach in practice. 
Despite the continuity of a philosophy across all subjects, training teachers are not afforded 
adequate opportunity to practice PE or are not effectively tested in their understanding of PE 
in comparison to other subjects during primary teacher training. The early years of a teacher’s 
career are critical towards developing confidence in their teaching towards achieving a high-
quality standard of PE but without the opportunity to practice during training, teachers 
demonstrated a lack of confidence through feeling inadequately prepared. Confidence, 
although not necessarily positive when accompanied with a lack understanding is essential 
towards effective interactions for learning between students and teachers, concurrent with 
Mahn and John-Steiner’s (2002) belief.  
 
In addition to the requirement for greater understanding and links towards practical 
application, content knowledge through the purpose of PE within the PL journey is required. 
The use of Sport and PE interchangeably by many participants throughout the interviews 
demonstrated little difference in discourse between the two in the participants’ thoughts 
despite the differing purposes. Inconsistencies around the teachers’, schools’ and parents’ 
understanding of PE additionally affect the subsequent discourse and importance placed upon 
the subject. The requirement to encompass the school’s ethos particularly at a primary level, 
creates the requirement for not only improvement to the education of teachers in non-
traditional approaches but additionally schools through the acceptance of the approach, 
allocation of funds and continued professional development of teachers. The lack of example 
of practical application of theory within the literature provides little opportunity for 
clarification of its meaning, leading to a greater variance of understanding through the 
individual’s interpretation despite Walkington (2005) highlighting the necessity for true 
professional teaching to encompass both an intellectual dimension in addition to learning 
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through practice. Many of the participants demonstrated a lack of understanding towards the 
theory to practice gap supported by O’Leary et al. (2014) who stated that typically English PE 
training teachers have difficulty understanding the relationship between university taught 
content, pedagogical knowledge and their relevant underpinning in practical school-based 
placements. For non-traditional methods in teaching to progress from basic ‘plastering’ to an 
accepted concept, it is necessary for the concept’s epistemology to be considered to determine 
the operative value of the concept within the context (Gréhaigne and Godbout, 2014). 
Attention towards the safety of the children and perceived greater behaviour management of 
the children through the approach is required to aid teachers in the use of non-traditional 
methods. For teachers, even relatively minor forms of misbehaviour can be considered a 
concern leading to a substantial amount of time within lessons spent on behaviour 
management issues rather than learning (Clunies‐Ross et al., 2008).  
 
Although there is a recognised move toward non-traditional methods and a greater acceptance 
of Whitehead’s (2013a; p26) definition of PL, the theoretical concept to practice gap is 
evident, particularly for those without specialised, academic knowledge. The definition of 
concepts further contributes to the complexity of the concepts without application and 
example to the education setting. For successful application of non-traditional approaches into 
PE, a greater understanding of the specifics of PL across the differing year groups and 
abilities are required for teachers, schools and educational professionals alike.  The use of 
funding within PE towards improvement although demonstrating strengths in some areas, has 
limited impact if a specialist teacher is employed without subject specific knowledge to PE 
rather than Sport. Despite some of the participants considering their school to use the funding 
to up skill the current teachers, others used the funding towards using specialist teachers to 
cover teachers’ planning time. The use of a specialist teacher without utilising the specialist 
teacher towards professional development of primary school teachers can, as suggested by 
Morgan and Hansen (2008), simply result in he transferal of responsibility for teaching PE. 
Through the lack of professional development, the system becomes dependent upon the 
continued financial expenditure rather than educating the teacher towards a sustainable 
continuance. However, the use of specialist teachers within PE lessons should not be 
confused with the use of specialist teachers to deliver additional PA for the children. The 
provision of PA is important due to the positive association of children’s participation in PA 
when access is publicly provided through the recreational infrastructure in schools (Davison 
and Lawson, 2006). Through improved provision of PA and awareness throughout schools as 
demonstrated by many of the health and PA initiatives, PE can focus on its objectives of 
educating towards lifelong participation in PA.  
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Conclusively, the research has recognised the requirement for academic research to be 
applied to the education setting in addition to specifically PE in order for progression in 
implementation of non-traditional approaches. The lack of applicable practical knowledge 
demonstrated in academic literature, in addition to the range of terminology and complex 
approaches has led towards a lack of clarity in both discourse and application of PE. 
Demonstrated through a lack of unity towards understanding the fundamentals of movement 
as essential within PE on the PL journey, the research explored a range of articulated 
intellectual dimensions by the participants. Furthermore, towards improvement in PE, there is 
a requirement for teachers to experience PE during their training to create resonance around 
the applicable theoretical knowledge. The research considers the greater links between theory 
and the practical setting both during teacher training when teachers start to gain confidence 
towards teaching and throughout their professional journey is required towards overcoming 
the complexity of the theories presented. It is perceived that through a greater knowledge of 
the theoretical concepts and terminology in application to the PE educational context, the 
teachers will be more equipped towards overcoming further factors affecting their approach 




Abraham, A., and Collins, D. (2011). Taking the next step: Ways forward for coaching 
science. Quest, 63(4), 366-384. 
 
Aelterman, N., Vansteenkiste, M., Van Keer, H., De Meyer, J., Van den Berghe, L., and 
Haerens, L. (2013). Development and evaluation of a training on need-supportive teaching in 
physical education: Qualitative and quantitative findings. Teaching and Teacher Education, 
29, 64-75. 
 
Akerson, V. L., Cullen, T. A., and Hanson, D. L. (2009). Fostering a community of practice 
through a professional development program to improve elementary teachers' views of nature 
of science and teaching practice. Journal of research in Science Teaching, 46(10), 1090-1113. 
 
Alexander, R. (2004). Still no pedagogy? Principle, pragmatism and compliance in primary 
education. Cambridge Journal of Education, 34(1), 7-33. 
 
Allender, S., Cowburn, G., and Foster, C. (2006). Understanding participation in sport and 
physical activity among children and adults: a review of qualitative studies. Health education 
research, 21(6), 826-835. 
 
Allender, S., Foster, C., Scarborough, P., and Rayner, M. (2007). The burden of physical 
activity-related ill health in the UK. Journal of epidemiology and community health, 61(4), 
344-348. 
 
American Kinesiology Association. (2015). National Association of Sport and Physical 
Education (NASPE) [Online] Available at: 
http://www.americankinesiology.org/affiliated-associations/affiliated-associations/national-
association-of-sport-and-physical-education-naspe (Accessed 28.11.2016). 
 
Association for Physical Education (2008) ‘Health Position Paper’, Physical Education 
Matters. 3, 8–12.  
 
Atencio, M., Yi, C. J., Clara, T. W. K., and Miriam, L. C. Y. (2014). Using a complex and 
nonlinear pedagogical approach to design practical primary physical education 
lessons. European Physical Education Review, 20(2), 244-263. 
 
 75 
Avalos, B. (2011). Teacher professional development in teaching and teacher education over 
ten years. Teaching and teacher education, 27(1), 10-20. 
 
Azzarito, L., and Ennis, C. D. (2003). A sense of connection: Toward social constructivist 
physical education. Sport, Education and Society, 8(2), 179-197. 
 
Bailey, R. (2006). Physical education and sport in schools: A review of benefits and 
outcomes. Journal of school health, 76(8), 397-401. 
 
Bailey, R., Armour, K., Kirk, D., Jess, M., Pickup, I., Sandford, R., and Education, B. P. 
(2009). The educational benefits claimed for physical education and school sport: an 
academic review. Research papers in education, 24(1), 1-27. 
 
Bargh, J. A., and Ferguson, M. J. (2000). Beyond behaviorism: on the automaticity of higher 
mental processes. Psychological bulletin, 126(6), 925. 
 
Bignold, W. (2009). Enhancing pupil motivation through an alternative curriculum: Valuing 
youth-selected activities. Educational futures, 2(1), 97-107. 
 
Boud, D., and Middleton, H. (2003). Learning from others at work: Communities of practice 
and informal learning. Journal of workplace learning, 15(5), 194-202. 
 
Burton, D., and Raedeke, T. D. (2008). Sport psychology for coaches. International Journal 
of Sports Science and Coaching, 3(2), 291-292. 
 
Cains, R. A., and Brown, C. R. (1998). Newly Qualified Teachers: a comparative analysis of 
the perceptions held by B. Ed. and PGCE‐ trained primary teachers of the level and frequency 
of stress experienced during the first year of teaching. Educational Psychology, 18(1), 97-
110. 
 
Cale, L., and Harris, J. (2009). Fitness testing in physical education–a misdirected effort in 
promoting healthy lifestyles and physical activity?. Physical Education and Sport Pedagogy, 
14(1), 89-108. 
 
Capel, S., and Blair, R. (2007). Making physical education relevant: increasing the impact of 
initial teacher training. London Review of Education, 5(1), 15-34. 
 76 
 
Carney, C., and Guthrie, J. (1999). Provision of physical education in primary education 
initial teacher training courses in Scotland. European Journal of Physical Education, 4(2), 
124-135. 
 
Case, P., Case, S., and Catling, S. (2000). Please show you're working: a critical assessment 
of the impact of OFSTED inspection on primary teachers.British Journal of Sociology of 
Education, 21(4), 605-621. 
 
Caspersen, C. J., Powell, K. E., and Christenson, G. M. (1985). Physical activity, exercise, 
and physical fitness: definitions and distinctions for health-related research. Public health 
reports, 100(2), 126. 
 
Chen, A. (2001). A theoretical conceptualization for motivation research in physical 
education: An integrated perspective. Quest, 53(1), 35-58. 
 
Chen, W. (2002). Six expert and student teachers' views and implementation of constructivist 
teaching using a movement approach to physical education. The Elementary School Journal, 
255-272. 
 
Chen, W., and Rovegno, I. (2000). Examination of expert and novice teachers' constructivist-
oriented teaching practices using a movement approach to elementary physical education. 
Research Quarterly for Exercise and Sport, 71(4), 357-372. 
 
Chen, A., Martin, R., Sun, H., and Ennis, C. D. (2007). Is in-class physical activity at risk in 
constructivist physical education?. Research quarterly for exercise and sport, 78(5), 500-509. 
 
Chenail, R. J. (2011). Interviewing the investigator: Strategies for addressing instrumentation 
and researcher bias concerns in qualitative research. The Qualitative Report, 16(1), 255. 
 
Chow, J. Y., Davids, K., Button, C., Shuttleworth, R., Renshaw, I., and Araújo, D. (2007). 
The role of nonlinear pedagogy in physical education. Review of Educational Research, 
77(3), 251-278. 
 
Chow, J. Y., Davids, K. W., Button, C., Renshaw, I., Shuttleworth, R., and Uehara, L. A. 
(2009). Nonlinear pedagogy: implications for teaching games for understanding (TGfU). 
TGfU: Simply Good Pedagogy: Understanding a Complex Challenge, 1, 131-143. 
 77 
 
Clunies‐Ross, P., Little, E., and Kienhuis, M. (2008). Self‐reported and actual use of 
proactive and reactive classroom management strategies and their relationship with teacher 
stress and student behaviour. Educational Psychology, 28(6), 693-710. 
 
Connell, R. W., and Messerschmidt, J. W. (2005). Hegemonic masculinity rethinking the 
concept. Gender & society, 19(6), 829-859. 
 
Cools, W., De Martelaer, K., Samaey, C., and Andries, C. (2009). Movement skill assessment 
of typically developing preschool children: A review of seven movement skill assessment 
tools. Journal of sports science & medicine, 8(2), 154. 
 
Côté, J. (1999). The influence of the family in the development of talent in sport. The sport 
psychologist, 13(4), 395-417. 
 
Côté, J., and Gilbert, W. (2009). An integrative definition of coaching effectiveness and 
expertise. International Journal of Sports Science & Coaching, 4(3), 307-323. 
 
Cothran, J., and Ennis, C.D. (1999). Alone in a crowd: meeting students’ needs for relevance 
and connection in urban high school physical education. Journal of Teaching in Physical 
Education, 18, 234-247.  
 
Coyne, I. T. (1997). Sampling in qualitative research. Purposeful and theoretical sampling; 
merging or clear boundaries?. Journal of advanced nursing, 26(3), 623-630. 
 
Crawford, P. A. (2004). " I Follow the Blue..." A Primary Teacher and the Impact of 
Packaged Curricula. Early Childhood Education Journal, 32(3), 205-210. 
 
Cushion, C. (2007). Modelling the complexity of the coaching process. International Journal 
of Sports Science and Coaching, 2(4), 395-401. 
 
Cushion, C., Nelson, L., Armour, K., Lyle, J., Jones, R., Sandford, R., and O’Callaghan, C. 
(2010). Coach learning and development: A review of literature. Leeds: Sports Coach UK. 
 
Davies, D. (2003). Pragmatism, Pedagogy and Philosophy A Model of Thought and Action in 
Action in Primary Technology and Science Teacher Education. International Journal of 
Technology and Design Education, 13(3), 207-221. 
 78 
 
Davis, M., and Monk, D. (2007). Evil paradises: dreamworlds of neoliberalism. London: 
New York Press. 336. 
 
Davison, K. K., and Lawson, C. T. (2006). Do attributes in the physical environment 
influence children's physical activity? A review of the literature. International journal of 
behavioral nutrition and physical activity, 3(1), 19. 
 
Department for Education (2013). Physical education programmes of study: key stages 1 and 
2 [Online]. Available at:  
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/239040/PRIM
ARY_national_curriculum_-_Physical_education.pdf (Accessed 10.10.2016).  
 
Department for Education (n.d.). Eligibility for teacher training. Get into Teaching. [Online]. 
Available at: https://getintoteaching.education.gov.uk/eligibility-for-teacher-training 
(Accessed 12.12.2016).  
 
DiCicco-Bloom, B., and Crabtree, B. F. (2006). The qualitative research interview. Medical 
education, 40(4), 314-321. 
 
Dyson, B., Griffin, L. L., and Hastie, P. (2004). Sport education, tactical games, and 
cooperative learning: Theoretical and pedagogical considerations. Quest, 56(2), 226-240. 
 
Eccles, J. S. (2005). Influences of parents' education on their children's educational 
attainments: The role of parent and child perceptions. London review of education, 3(3), 191-
204. 
 
Elo, S., and Kyngäs, H. (2008). The qualitative content analysis process.Journal of advanced 
nursing, 62(1), 107-115. 
 
Ertmer, P. A., and Ottenbreit-Leftwich, A. T. (2010). Teacher technology change: How 
knowledge, confidence, beliefs, and culture intersect. Journal of research on Technology in 
Education, 42(3), 255-284. 
 
Evans, J. (2004). Making a difference? Education and ‘Ability’ in physical education. 
European physical education review, 10(1), 95-108. 
 
 79 
Faulkner, G., Reeves, C., and Chedzoy, S. (2004). Nonspecialist Preservice Primary-School 
Teachers: Predicting Intent to Teach Physical Education.Journal of Teaching in Physical 
Education, 23(3), 200-215. 
  
Felder, R. M., and Silverman, L. K. (1988). Learning and teaching styles in engineering 
education. Engineering education, 78(7), 674-681. 
 
Feltz, D. L., Chase, M. A., Moritz, S. E., and Sullivan, P. J. (1999). A conceptual model of 
coaching efficacy: Preliminary investigation and instrument development. Journal of 
Educational Psychology, 91(4), 765. 
 
Fenstermacher, G. D. (2001). On the concept of manner and its visibility in teaching practice. 
Journal of curriculum studies, 33(6), 639-653. 
 
Fitzgerald, H. (2005). Still feeling like a spare piece of luggage? Embodied experiences of 
(dis) ability in physical education and school sport. Physical education & sport pedagogy, 
10(1), 41-59. 
 
Flintoff, A., and Scraton, S. (2001). Stepping into active leisure? Young women's perceptions 
of active lifestyles and their experiences of school physical education. Sport, education and 
society, 6(1), 5-21. 
 
Forrester, G. (2005). All in a day's work: primary teachers ‘performing’and ‘caring’. Gender 
and Education, 17(3), 271-287. 
 
Furlong, J., Whitty, G., Whiting, C., Miles, S., and Barton, L. (2000). Teacher education in 
transition: Re-forming professionalism? (p. p143). Buckingham: Open University Press. 
 
Galloway, M. T., and Jokl, P. (2000). Aging successfully: the importance of physical activity 
in maintaining health and function. Journal of the American Academy of Orthopaedic 
Surgeons, 8(1), 37-44. 
 
Garbett, D. (2003). Science education in early childhood teacher education: Putting forward a 
case to enhance student teachers' confidence and competence. Research in Science 
Education, 33(4), 467-481. 
 
 80 
Gard, M., and Wright, J. (2001). Managing uncertainty: Obesity discourses and physical 
education in a risk society. Studies in philosophy and education, 20(6), 535-549. 
 
Garn, A. C., and Cothran, D. J. (2006). The fun factor in physical education. Journal of 
teaching in physical education, 25(3), 281. 
 
Gearity, B. T., and Murray, M. A. (2011). Athletes’ experiences of the psychological effects 
of poor coaching. Psychology of sport and exercise, 12(3), 213-221. 
 
Georgakis, S., and Light, R. (2007). The effect of game sense pedagogy on primary school 
pre-service teachers' attitudes to teaching physical education. ACHPER Australia Healthy 
Lifestyles Journal, 54(1), 24. 
 
Gibbs, G., and Coffey, M. (2004). The impact of training of university teachers on their 
teaching skills, their approach to teaching and the approach to learning of their 
students. Active learning in higher education, 5(1), 87-100. 
 
Gorely, T., Holroyd, R., and Kirk, D. (2003). Muscularity, the habitus and the social 
construction of gender: towards a gender-relevant physical education. British journal of 
sociology of education, 24(4), 429-448. 
 
Gréhaigne, J. F., and Godbout, P. (2014). Dynamic Systems Theory and Team Sport 
Coaching. Quest, 66(1), 96-116. 
 
Griggs, G. (2007). Physical education: Primary matters, secondary importance. Education, 
35(1), 59-69. 
 
Harris, D. N., and Sass, T. R. (2011). Teacher training, teacher quality and student 
achievement. Journal of public economics, 95(7), 798-812. 
 
Harvey, S., Cushion, C. J., and Massa-Gonzalez, A. N. (2010). Learning a new method: 
Teaching Games for Understanding in the coaches’ eyes. Physical Education and Sport 
Pedagogy, 15(4), 361-382. 
 
Haskell, W. L., Blair, S. N., and Hill, J. O. (2009). Physical activity: health outcomes and 
importance for public health policy. Preventive medicine, 49(4), 280-282. 
 
 81 
Haynes, J., and Murris, K. (2011). The provocation of an epistemological shift in teacher 
education through philosophy with children. Journal of Philosophy of Education, 45(2), 285-
303. 
 
Heywood, D. S. (2005). Primary trainee teachers’ learning and teaching about light: Some 
pedagogic implications for initial teacher training. International journal of science 
education, 27(12), 1447-1475. 
 
Hinkley, T., Crawford, D., Salmon, J., Okely, A. D., and Hesketh, K. (2008). Preschool 
children and physical activity: a review of correlates. American journal of preventive 
medicine, 34(5), 435-441. 
 
Houlihan, B., and Green, M. (2006). The changing status of school sport and physical 
education: explaining policy change. Sport, education and society, 11(1), 73-92. 
 
Humphries, C., and Ashy, M. (2006). ‘The confidence I needed’: elementary education 
majors' perceptions of teaching physical education. Teacher Development, 10(2), 179-196. 
 
Hutchinson, L. (2003). ABC of learning and teaching: Educational environment. BMJ: British 
Medical Journal, 326(7393), 810. 
 
Ingvarson, L., Meiers, M., and Beavis, A. (2005). Factors affecting the impact of professional 
development programs on teachers' knowledge, practice, student outcomes & 
efficacy. Education Policy Analysis Archives, 13. 
 
Jackson, C. K., and Bruegmann, E. (2009). Teaching students and teaching each other: The 
importance of peer learning for teachers. American Economic Journal: Applied 
Economics, 1(4), 85-108. 
 
Jess, M., Atencio, M., and Thorburn, M. (2011). Complexity theory: supporting curriculum 
and pedagogy developments in Scottish physical education. Sport, Education and Society, 
16(2), 179-199. 
 
Jenkinson, K. A., and Benson, A. C. (2010). Barriers to providing physical education and 
physical activity in Victorian state secondary schools. Australian Journal of Teacher 
Education (Online), 35(8), 1. 
 
 82 
Jewett, A. E., Jones, L. S., Luneke, S. M., and Robinson, S. M. (1971). Educational change 
through a taxonomy for writing physical education objectives. Quest, 15(1), 32-38. 
 
Jones, G. (2002). What is this thing called mental toughness? An investigation of elite sport 
performers. Journal of applied sport psychology, 14(3), 205-218. 
 
Jones, R., and Cheetham 1, R. (2001). Physical education in the National Curriculum: its 
purpose and meaning for final year secondary school students. European Journal of Physical 
Education, 6(2), 81-100. 
 
Jones, R. L., Edwards, C., and Viotto Filho, I. T. (2014). Activity theory, complexity and 
sports coaching: An epistemology for a discipline. Sport, education and society, 21(2), 200-
216. 
 
Kelly, P., Hickey, C., and Tinning, R. (2000). Producing knowledge about physical education 
pedagogy: Problematizing the activities of expertise. Quest, 52(3), 284-296. 
 
Kirk, D. (2004) ‘Physical Culture, Lifelong Participation and Empowerment: Towards an 
Educational Rationale for Physical Education’, Keynote Address to the Leisure Studies 
Association Annual Conference Active Leisure and Young People, Leeds Metropolitan 
University, July.  
 
Kirk, D. (2005). Physical education, youth sport and lifelong participation: the importance of 
early learning experiences. European Physical Education Review, 11(3), 239-255. 
 
Kirk, D. (2006). The ‘obesity crisis’ and school physical education. Sport, Education and 
Society, 11(2), 121-133. 
 
Kirk, D. (2013). Educational value and models-based practice in physical education. 
Educational Philosophy and Theory, 45(9), 973-986. 
 
Kirk, D., and Macdonald, D. (1998). Situated learning in physical education. Journal of 
Teaching in Physical education, 17, 376-387. 
 
Klassen, R. M., and Chiu, M. M. (2010). Effects on teachers' self-efficacy and job 
satisfaction: Teacher gender, years of experience, and job stress. Journal of educational 
Psychology, 102(3), 741. 
 83 
 
Knox, S., and Burkard, A. W. (2009). Qualitative research interviews. Psychotherapy 
Research, 19(4-5), 566-575. 
 
Korn, J. H. (2003). Writing a philosophy of teaching. Essays from excellence in teaching. 
 
Korthagen, F., Loughran, J., and Russell, T. (2006). Developing fundamental principles for 
teacher education programs and practices. Teaching and teacher education, 22(8), 1020-1041. 
 
Kowalski, E., Pucci, G., Lieberman, L., and Mulawka, C. (2005). Implementing IEP or 504 
goals and objectives into general physical education. Journal of Physical Education, 
Recreation & Dance, 76(7), 33-37. 
 
Lee, M. C. Y., Chow, J. Y., Komar, J., Tan, C. W. K., and Button, C. (2014). Nonlinear 
pedagogy: an effective approach to cater for individual differences in learning a sports 
skill. Public library of Science One, 9(8), e104744. 
 
Lieberman, A., and Pointer Mace, D. H. (2008). Teacher learning: The key to educational 
reform. Journal of teacher education, 59(3), 226-234. 
 
Light, R. (2004). Coaches’ experiences of Game Sense: Opportunities and Challenges. 
Physical Education and Sport Pedagogy, 9(2).  
 
Light, R. (2008). Complex learning theory – It’s Epistemology and its assumptions about 
learning: Implications for Physical Education. Journal of teaching in Physical Education, 27, 
21-37.  
 
Light, R. (2013). Game sense pedagogy in youth sport: An applied ethics perspective. Ethics 
in Youth Sport: Policy and Pedagogical Applications, London: Routledge, 92-106. 
 
Light, R., and Dixon, M. A. (2007). Contemporary developments in sport pedagogy and their 
implications for sport management education. Sport Management Review, 10(2), 159-175. 
 
Light, R., and Fawns, R. (2001). The thinking body: Constructivist approaches to games 
teaching in physical education. Critical Studies in Education, 42(2), 69-87. 
 
 84 
Light, R. L., and Robert, J. E. (2010). The impact of Game Sense pedagogy on Australian 
rugby coaches' practice: a question of pedagogy. Physical Education and Sport Pedagogy, 
15(2), 103-115. 
 
Light, R., and Wallian, N. (2008). A constructivist-informed approach to teaching swimming. 
Quest, 60(3), 387-404. 
 
Livingston, M. J., McClain, B. R., and DeSpain, B. C. (1995). Assessing the consistency 
between teachers' philosophies and educational goals.Education, 116(1), 124-130. 
 
Lloyd, J. K., Braund, M., Crebbin, C., and Phipps, R. (2000). Primary teachers' confidence 
about and understanding of process skills. Teacher Development, 4(3), 353-370. 
 
Logan, S. W., Robinson, L. E., Wilson, A. E., and Lucas, W. A. (2012). Getting the 
fundamentals of movement: a meta‐analysis of the effectiveness of motor skill interventions 
in children. Child: care, health and development, 38(3), 305-315. 
 
Lubans, D. R., Morgan, P. J., Cliff, D. P., Barnett, L. M., and Okely, A. D. (2010). 
Fundamental movement skills in children and adolescents. Sports medicine, 40(12), 1019-
1035. 
 
Macdonald, D., Kirk, D., Metzler, M., Nilges, L. M., Schempp, P., and Wright, J. (2002). It's 
all very well, in theory: Theoretical perspectives and their applications in contemporary 
pedagogical research. Quest, 54(2), 133-156. 
 
Macdonald, D. (2011). Like a fish in water: Physical education policy and practice in the era 
of neoliberal globalization. Quest, 63(1), 36-45. 
 
MacLean, J. (2007). A longitudinal study to ascertain the factors that impact on the 
confidence of undergraduate physical education student teachers to teach dance in Scottish 
schools. European physical education review, 13(1), 99-116. 
 
Mahn, H., and John-Steiner, V. (2002). The gift of confidence: A Vygotskian view of 
emotions. Learning for life in the 21st century, 46-58. 
 
 85 
Mant, J., Wilson, H., and Coates, D. (2007). The effect of increasing conceptual challenge in 
primary science lessons on pupils' achievement and engagement. International Journal of 
Science Education, 29(14), 1707-1719. 
 
Martin, A. J. (2006). The relationship between teachers' perceptions of student motivation and 
engagement and teachers' enjoyment of and confidence in teaching. Asia‐ Pacific Journal of 
Teacher Education, 34(1), 73-93. 
 
Martin, J. J., and Kulinna, P. H. (2005). A social cognitive perspective of physical activity 
related behavior in physical education. Journal of Teaching in Physical Education, 24(3), 
265-281. 
 
Martinez-Gonzalez, M. A., Varo, J. J., Santos, J. L., Irala, J. D., Gibney, M. J., Kearney, J., 
and Martinez, J. A. (2001). Prevalence of physical activity during leisure time in the 
European Union. Medicine and Science in Sports and Exercise, 33(7), 1142-1146. 
 
 
Martlew, J., Stephen, C., and Ellis, J. (2011). Play in the primary school classroom? The 
experience of teachers supporting children’s learning through a new pedagogy. Early 
Years, 31(1), 71-83. 
 
Mastrogiannis, I., Antoniou, P., and Kasimatis, K. (2014). Typical and constructivist teaching 
interventions for the teaching of sports tactics in physical education and investigation of 
student enjoyment/interest. International Journal of Education and Research, 2(11), 57-76. 
 
Maxwell, J. A. (2004). Causal explanation, qualitative research, and scientific inquiry in 
education. Educational researcher, 33(2), 3-11. 
 
McCarthy, P. J., and Jones, M. V. (2007). A qualitative study of sport enjoyment in the 
sampling years. Sport Psychologist, 21(4), 400. 
 
McCaughtry, N., Sofo, S., Rovegno, I., and Curtner-Smith, M. (2004). Learning to teach sport 
education: Misunderstandings, pedagogical difficulties, and resistance. European Physical 
Education Review, 10(2), 135-155. 
 
 86 
McDavid, L., Cox, A. E., and Amorose, A. J. (2012). The relative roles of physical education 
teachers and parents in adolescents’ leisure-time physical activity motivation and 
behavior. Psychology of Sport and Exercise, 13(2), 99-107. 
 
McMahon, T., Barrett, T., and O'Neill, G. (2007). Using observation of teaching to improve 
quality: Finding your way through the muddle of competing conceptions, confusion of 
practice and mutually exclusive intentions. Teaching in Higher Education, 12(4), 499-511. 
 
McKenzie, T. L., Sallis, J. F., Kolody, B., and Faucette, F. N. (1997). Long-term effects of a 
physical education curriculum and staff development program: SPARK. Research Quarterly 
for Exercise and Sport, 68(4), 280-291. 
 
Mersh, R., and Fairclough, S. J. (2010). Physical activity, lesson context and teacher 
behaviours within the revised English National Curriculum for Physical Education: A case 
study of one school. European Physical Education Review, 16(1), 29-45. 
 
Messner, M. A. (1988). Sports and male domination: The female athlete as contested 
ideological terrain. Sociology of sport journal, 5(3), 197-211. 
 
Morgan, P. J., and Bourke, S. F. (2005). An investigation of preservice and primary school 
teachers' perspectives of PE teaching confidence and PE teacher education. ACHPER Healthy 
Lifestyles Journal 52(1), 7-13. 
 
Morgan, P., and Bourke, S. (2008). Non-specialist teachers' confidence to teach PE: the 
nature and influence of personal school experiences in PE. Physical Education and Sport 
Pedagogy, 13(1), 1-29. 
 
Morgan, P., and Hansen, V. (2007). Recommendations to improve primary school physical 
education: Classroom teachers' perspective. The journal of educational research, 101(2), 99-
108. 
 
Morgan, P. J., and Hansen, V. (2008). Classroom teachers' perceptions of the impact of 
barriers to teaching physical education on the quality of physical education 
programs. Research quarterly for exercise and sport, 79(4), 506-516. 
 
 87 
Moy, B., Renshaw, I., and Davids, K. (2015a). The impact of nonlinear pedagogy on physical 
education teacher education students’ intrinsic motivation. Physical Education and Sport 
Pedagogy, 1-22. 
 
Moy, B., Renshaw, I., Davids, K., and Brymer, E. (2015b). Overcoming acculturation: 
physical education recruits' experiences of an alternative pedagogical approach to games 
teaching. Physical Education and Sport Pedagogy, 1-21. 
 
Muis, K. R., and Foy, M. J. (2010). The effects of teachers' beliefs on elementary students' 
beliefs, motivation, and achievement in mathematics. 
 
Novick, G. (2008). Is there a bias against telephone interviews in qualitative research?. 
Research in nursing & health, 31(4), 391-398. 
 
O'Dea, J. A. (2003). Why do kids eat healthful food? Perceived benefits of and barriers to 
healthful eating and physical activity among children and adolescents. Journal of the 
American Dietetic Association, 103(4), 497-501. 
 
O’Leary, N., Wattison, N., Edwards, T., and Bryan, K. (2014). Closing the theory–practice 
gap physical education students’ use of jigsaw learning in a secondary school. European 
Physical Education Review. 
 
Orb, A., Eisenhauer, L., and Wynaden, D. (2001). Ethics in qualitative research. Journal of 
nursing scholarship, 33(1), 93-96. 
 
Pajares, M. F. (1992). Teachers’ beliefs and educational research: Cleaning up a messy 
construct. Review of educational research, 62(3), 307-332. 
 
Pate, R. R., Davis, M. G., Robinson, T. N., Stone, E. J., McKenzie, T. L., and Young, J. C. 
(2006). Promoting physical activity in children and youth a leadership role for schools: A 
scientific statement from the American Heart Association Council on Nutrition, Physical 
Activity, and Metabolism (Physical Activity Committee) in collaboration with the councils on 




Pinder, R. A., Davids, K. W., Renshaw, I., and Araújo, D. (2011). Representative learning 
design and functionality of research and practice in sport. Journal of Sport and Exercise 
Psychology, 33(1), 146-155. 
 
Pill, S. (2014). Sport Literacy: Providing PE teachers a “principled position” for sport 
teaching in PE and a process through which to frame that teaching according to situated 
contextual needs. Positive Feedback Can Change Life, 3(1), 54-75. 
 
Poczwardowski, A., Barott, J. E., and Henschen, K. P. (2002). The athlete and coach: Their 
relationship and its meaning. Results of an interpretive study. International Journal of Sport 
Psychology, 33(1), 116-140. 
 
Ponterotto, J. G. (2005). Qualitative research in counseling psychology: A primer on research 
paradigms and philosophy of science. Journal of counseling psychology, 52(2), 126. 
 
Pope, C., Mays, N., Ziebland, S., le May, A., Williams, S., Coombs, M., Le May, A., Wicke, 
D., Coppin, R., Doorbar, P. and Ellis, J., (2006). Qualitative methods in health research. 
methods, 1, 2. 
 
Powell, K. C., and Kalina, C. J. (2009). Cognitive and social constructivism: Developing 
tools for an effective classroom. Education, 130(2), 241. 
 
Public Health England. (2016). UK and Ireland prevalence and trends [Online]. Available at: 
https://www.noo.org.uk/NOO_about_obesity/adult_obesity/UK_prevalence_and_trends 
(Acessed 22 March 2016).  
 
Poulson, L. (2001). Paradigm lost? Subject knowledge, primary teachers and education 
policy. British Journal of Educational Studies, 49(1), 40-55. 
 
Reed, D., and Hughes, M. (2006). An Exploration of Team Sport as a Dynamical System. 
International Journal of Performance Analysis in Sport, 6(2), 114-125. 
 
Renshaw, I., Davids, K.W., Shuttleworth, R. and Chow, J.Y., (2009). Insights from ecological 
psychology and dynamical systems theory can underpin a philosophy of coaching. 
International Journal of Sport Psychology, 40(4), pp.540-602. 
 
 89 
Renshaw, I., Oldham, A. R., and Bawden, M. (2012). Nonlinear pedagogy underpins intrinsic 
motivation in sports coaching. The Open Sports Sciences Journal, 5, 88-99. 
 
Renshaw, I., Araújo, D., Button, C., Chow, J. Y., Davids, K., and Moy, B. (2015). Why the 
constraints-led approach is not teaching games for understanding: A clarification. Physical 
Education and Sport Pedagogy, 1-22. 
 
Richardson, V. (2003). Constructivist pedagogy. The Teachers College Record, 105(9), 1623-
1640. 
 
Roberts, S. J. (2011). Teaching Games for Understanding: The difficulties and challenges 
experienced by participation cricket coaches. Physical Education and Sport Pedagogy, 16(1), 
33-48. 
 
Roberts, S. J. (2011). Teaching games for understanding: The difficulties and challenges 
experienced by participation cricket coaches. Physical Education and Sport Pedagogy, 16(1), 
33-48. 
 
Roorda, D. L., Koomen, H. M., Spilt, J. L., and Oort, F. J. (2011). The influence of affective 
teacher–student relationships on students’ school engagement and achievement: A meta-
analytic approach. Review of educational research, 81(4), 493-529. 
 
Rovegno, I., and Bandhauer, D. (1997). Norms of the school culture that facilitated teacher 
adoption and learning of a constructivist approach to physical education. JTPE, 16(4). 
 
Schunk, D. H. (1991). Self-efficacy and academic motivation. Educational 
psychologist, 26(3-4), 207-231. 
 
Sanchez-Vaznaugh, E. V., Sánchez, B. N., Rosas, L. G., Baek, J., and Egerter, S. (2012). 
Physical education policy compliance and children's physical fitness. American journal of 
preventive medicine, 42(5), 452-459. 
 
Scarborough, P., Bhatnagar, P., Wickramasinghe, K. K., Allender, S., Foster, C., and Rayner, 
M. (2011). The economic burden of ill health due to diet, physical inactivity, smoking, 




Siedentop, D. (1990). Introduction to physical education, fitness, and sport. London: May-
field Publishing Company. 
 
Simonsen, B., Fairbanks, S., Briesch, A., Myers, D., and Sugai, G. (2008). Evidence-based 
practices in classroom management: Considerations for research to practice. Education and 
treatment of children, 31(3), 351-380. 
 
Singleton, E. (2009). From command to constructivism: Canadian secondary school physical 
education curriculum and teaching games for understanding. Curriculum Inquiry, 39(2), 321-
342. 
 
Slater, A., and Tiggemann, M. (2011). Gender differences in adolescent sport participation, 
teasing, self-objectification and body image concerns. Journal of adolescence, 34(3), 455-
463. 
 
Smith, R. G. (2007). Developing professional identities and knowledge: Becoming primary 
teachers. Teachers and Teaching: theory and practice, 13(4), 377-397. 
 
Star, J. R., and Strickland, S. K. (2008). Learning to observe: Using video to improve 
preservice mathematics teachers’ ability to notice. Journal of mathematics teacher 
education, 11(2), 107-125. 
 
Steinbeck, K. S. (2001). The importance of physical activity in the prevention of overweight 
and obesity in childhood: a review and an opinion. Obesity reviews, 2(2), 117-130. 
 
Stevens, T. A., To, Y., Stevenson, S. J., and Lochbaum, M. R. (2008). The importance of 
physical activity and physical education in the prediction of academic achievement. Journal 
of Sport Behavior, 31(4), 368. 
 
Storey, B., and Butler, J. (2013). Complexity thinking in PE: game-centred approaches, 
games as complex adaptive systems, and ecological values. Physical Education and Sport 
Pedagogy, 18(2), 133-149. 
 
Strean, W. B. (1998). Possibilities for qualitative research in sport psychology. Sport 
Psychologist, 12, 333-345. 
 
 91 
Strong, W. B., Malina, R. M., Blimkie, C. J., Daniels, S. R., Dishman, R. K., Gutin, B., 
Hergenroeder, A.C., Must, A., Nixon, P.A., Pivarnik, J.M. and Rowland, T. (2005). Evidence 
based physical activity for school-age youth. The Journal of pediatrics, 146(6), 732-737. 
 
Sullivan, P. J., and Kent, A. (2003). Coaching efficacy as a predictor of leadership style in 
intercollegiate athletics. Journal of Applied Sport Psychology, 15(1), 1-11. 
 
Suri, H. (2011). Purposeful sampling in qualitative research synthesis. Qualitative Research 
Journal, 11(2), 63-75. 
 
Tan, C. W. K., Chow, J. Y., and Davids, K. (2012). ‘How does TGfU work?’: examining the 
relationship between learning design in TGfU and a nonlinear pedagogy. Physical education 
and sport pedagogy, 17(4), 331-348. 
 
Thomson, O. P., Petty, N. J., Ramage, C. M., and Moore, A. P. (2011). Qualitative research: 
Exploring the multiple perspectives of osteopathy. International Journal of Osteopathic 
Medicine, 14(3), 116-124. 
 
Thornton, M., Bricheno, P., and Reid, I. (2002). Students' reasons for wanting to teach in 
primary school. Research in Education, 67(1), 33-43. 
 
Thorsen, D. E. (2010). The Neoliberal Challenge-What is Neoliberalism. Contemporary 
readings in law and social justice, 2, 188. 
 
Tillema, H. H. (2000). Belief change towards self-directed learning in student teachers: 
Immersion in practice or reflection on action. Teaching and Teacher Education, 16(5), 575-
591. 
 
Tremblay, M. S., and Lloyd, M. (2010). Physical Literacy Measurement The Missing Piece. 
Physical & Health Education Journal, 76(1), 26. 
 
Tremblay, M. S., and Willms, J. D. (2003). Is the Canadian childhood obesity epidemic 
related to physical inactivity?. International journal of obesity, 27(9), 1100-1105. 
 
Troman, G. (1996). The rise of the new professionals? The restructuring of primary teachers’ 
work and professionalism. British journal of sociology of education, 17(4), 473-487. 
 
 92 
Trudeau, F., Laurencelle, L., Tremblay, J., Rajic, M., and Shephard, R. J. (1999). Daily 
primary school physical education: effects on physical activity during adult life. Medicine and 
science in sports and exercise, 31(1), 111-117. 
 
Tschannen-Moran, M., Hoy, A. W., and Hoy, W. K. (1998). Teacher efficacy: Its meaning 
and measure. Review of educational research, 68(2), 202-248. 
 
Tsangaridou, N. (2008). Trainee primary teachers' beliefs and practices about physical 
education during student teaching. Physical Education and Sport Pedagogy, 13(2), 131-152. 
 
UK Chief Medical Officer’s Guidelines (2011). Physical activity guidelines for children and 
young people (5 – 18 years) [Online]. Department of Health. Available at:  
https://www.gov.uk/government/publications/start-active-stay-active-a-report-on-physical-
activity-from-the-four-home-countries-chief-medical-officers (Accessed 25.09.2016).  
 
Van den Berghe, L., Vansteenkiste, M., Cardon, G., Kirk, D., and Haerens, L. (2014). 
Research on self-determination in physical education: Key findings and proposals for future 
research. Physical Education and Sport Pedagogy, 19(1), 97-121. 
 
Verloigne, M., Van Lippevelde, W., Maes, L., Yıldırım, M., Chinapaw, M., Manios, Y., 
Androutsos, O., Kovács, É., Bringolf-Isler, B., Brug, J. and De Bourdeaudhuij, I. (2012). 
Levels of physical activity and sedentary time among 10-to 12-year-old boys and girls across 
5 European countries using accelerometers: an observational study within the ENERGY-
project. International Journal of Behavioral Nutrition and Physical Activity, 9(1), 34. 
 
Vygotsky, L.S. (1978). Mind in Society: The development of higher psychological processes. 
Cambridge, MA: Harvard University Press.  
 
Walkington, J. (2005). Becoming a teacher: Encouraging development of teacher identity 
through reflective practice. Asia-Pacific Journal of teacher education, 33(1), 53-64. 
 
Wang, Y. C., McPherson, K., Marsh, T., Gortmaker, S. L., and Brown, M. (2011). Health and 




Weegar, M. A., and Pacis, D. (2012). A Comparison of Two Theories of Learning--
Behaviorism and Constructivism as applied to Face-to-Face and Online Learning. In 
Proceedings E-Leader Conference, Manila. 
 
Wendel-Vos, G. W., Schuit, A. J., Saris, W. H., and Kromhout, D. (2003). Reproducibility 
and relative validity of the short questionnaire to assess health-enhancing physical 
activity. Journal of clinical epidemiology, 56(12), 1163-1169. 
 
Weiss, M. R. (2011). Teach the children well: A holistic approach to developing psychosocial 
and behavioral competencies through physical education. Quest, 63(1), 55-65. 
 
Whitehead, M. (2013a). What is physical literacy and how does it impact on physical 
education. Debates in Physical Education, 37-52. 
 
Whitehead, M. (2013b). The history and development of physical literacy. ICSSPE Bulletin, 
65. 
 
Woodhouse, J. (1996). So, how do the pupils feel? Bulletin of Physical Education, 32, 40-45. 
 
World Health Organisation (2017). Physical Activity. Global Strategy on Diet, Physical 
Activity and Health. [Online] Available at: http://www.who.int/dietphysicalactivity/pa/en/ 
(Accessed 22.08.17).  
 
Xiang, P., McBride, R., and Bruene, A. (2003). Relations of parents’ beliefs to children’s 
motivation in an elementary physical education running program. Journal of Teaching in 
Physical Education, 22(4), 410-425.  
 
Xiang, P., Bruene, A., and McBride, R. E. (2004). Using achievement goal theory to assess an 
elementary physical education running program. Journal of School Health, 74(6), 220-225. 
 
Yerrick, R., Parke, H., and Nugent, J. (1997). Struggling to promote deeply rooted change: 
The" filtering effect" of teachers' beliefs on understanding transformational views of teaching 
science. Science education, 81(2), 137-159. 
 
Zhu, X., Ennis, C. D., and Chen, A. (2011). Implementation challenges for a constructivist 
physical education curriculum. Physical education and sport pedagogy, 16(1), 83-99. 
 
 94 
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8.2 Letter to Universities  
 










Re: Physical Education, teachers and training: Understanding the voice of 
teachers and their training needs for engaging truly non-linear teaching practice. 
 
I am writing to you to ask your permission to invite the students at your university to 
take part in a research study that seeks to investigate the training needs of teachers at 
both Undergraduate and Postgraduate Level. I am undertaking this project as part of a 
Postgraduate research project towards a MA by Research at Oxford Brookes 
University, with full ethical approval from my University Ethics Committee. The 
project is titled ‘Physical Education, teachers and training: Understanding the voice of 
teachers and their training needs for engaging truly non-linear teaching practice’. 
 
I am looking for current primary PGCE and past students (within the last 10 years) to 
participate in semi-structured interviews across a variety of Universities. I would be 
very grateful if you could grant permission for me to recruit participants from your 
University. I have additionally attached a participant information sheet for you to read 
and contact me if you are willing for your students to participate in the interview 
process (approx. 30-minute interview).  
 








Charlotte Parrington-Tyler – Project leader 
Email address – 15109364@brookes.ac.uk 
 
Will Roberts – Project Supervisor  
Email address – wroberts@brookes.ac.uk 
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8.3 Participant Information Sheet 
 
Participant Information Sheet 





You are being invited to take part in a research study that seeks to collect qualitative 
data in the form of interviews to investigate the training needs of teachers towards 
delivery Physical Education following a nonlinear method.  
 
Before you decide whether or not to take part, it is important for you to understand 
why the research is being done and what it will involve.  Please take time to read the 
following information carefully. 
 
What is the Purpose of the study? 
The purpose of this study is research the training needs of teachers towards delivering 
Physical Education following a nonlinear method.  
 
Why have I been invited to participate? 
This project is being run at Oxford Brookes University, as part of a 2nd year 
Postgraduate thesis. The research is recruiting students who are currently studying a 
PGCE/BA Education or equivalent and teachers who have completed a PGCE/BA 
Education or equivalent in the last 10 years.    
 
Do I have to take part? 
No, your participation is completely voluntary and you are free to withdraw at any 
time. Your decision to take part is completely voluntary and will have no adverse 
effect on your studies.  
 
What will happen to me if I take part? 
Should you agree to participate in this study, we would like you to participate in a 30 
minute interview to discuss your experiences of training at university and 
postgraduate study in preparation for teaching Physical Education. The interview will 
be face-to-face and follow an ethically approved interview schedule. The interview 
will provide the opportunity to express your own opinions in addition to stating your 
experiences, thoughts and feelings around the training you have received on your 
journey to become a teacher.  
 
What are the possible benefits of taking part? 
The interview will allow you to explore your opinions around previous training and 
reflect upon whether you would like to consider further training.  
 
What will happen to the information/results collected in the project? 
The interviews will be recorded on a Dictaphone then stored on a password-protected 
computer before being deleted from the Dictaphone. From the recordings, the 
interviews will be transcribed using pseudonyms to maintain anonymity of your own 
name, additional individuals mentioned throughout the interview and universities 
Study Title: Physical Education, teachers and training: Understanding the 




discussed. While all efforts will be made to maintain anonymity during the research, 
due to the small sample size, complete anonymity may not be achieved.   
 
The data will not be published publicly but used as research within a Masters degree 
thesis and published in the final copy of the thesis.  
 
What happens if I do not want to take part in the project? 
Participation is completely voluntary and no details will be recorded for monitoring 
purposes. You are free to withdraw at any time or decline from any participation. If 






What happens if I do want to take part? 
You will need to sign an informed consent form and then will be able to participate in 
the interviews.  
 
Type of study 
This is a student thesis study taken as part of a Masters course by Charlotte 
Parrington-Tyler under the supervision of Will Roberts, Senior lecturer.  
 
Ethical Approval and funding 




Second Year Postgraduate Oxford Brookes University  




Thank you for your help 
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5.     I agree to the use of anonymised quotes in publications  
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8.5 Interview Schedule  
 
1. What Undergraduate degree did you do?  
- Which university did you study at? 
- To what extent has the degree prepared you to teach your subject? 
- Did it affect your preference of teaching subject? 
2. How do you feel about the training you received at Undergraduate level? 
- Why is this? 
- Did it help you to feel prepared or confident? 
3. How do you feel about the training you received during your PGCE? 
- Why is this? 
- Did it help you to feel prepared or confident? 
- Which university did you study at? 
- Do you feel adequate time was spent on Physical Education? 
4. Have you partaken in any further training? 
- Why? 
- Has it improved your confidence? 
5. What training do you think would be most beneficial to add at 
Undergraduate/PGCE level? 
- Why? 
6. Have you ever taught/helped in a PE lesson? 
- How did it go? 
7. What style of teaching do you feel you use? 
- Why do you use this style? 
- What is your philosophy? 
- Does your style differ for PE? Why is this? 
8. What style are you most confident in delivery? 
- How does it affect your confidence? 
- Why do you think this is? 
9. How have you overcome any difficulties you’ve had while teaching? 
- Confidence, change, resistance and perceptions? 
- Why are these difficulties not presented in linear coaching? 
- How important is the appearance of your session to you? 
10. What are your opinions about the policies in England in relation to PE? 
- Do they assist you in delivering PE? 
11. What are your opinions about the PE curriculum? 
- How do you use the curriculum to plan your lessons?  
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8.6 Revised Interview Schedule 
 
1. What Undergraduate degree did you do?  
Which university did you study at? 
- To what extent has the degree prepared you to teach your subject? 
- Theory to practical application? 
- Did it affect your preference of teaching subject? 
- Grading at university 
2. How do you feel about the training you received at Undergraduate level? 
- Why is this? 
- Did it help you to feel prepared or confident? 
3. How do you feel about the training you received during your PGCE? 
- Why is this? 
- Did it help you to feel prepared or confident? 
- Which university did you study at? 
- Do you feel adequate time was spent on Physical Education? 
4. Have you partaken in any further training? 
- Why? 
- Has it improved your confidence? 
5. What training do you think would be most beneficial to add at 
Undergraduate/PGCE level? 
- Why? 
6. Have you ever taught/helped in a PE lesson? 
- How did it go? 
7. What style of teaching do you feel you use? 
- Why do you use this style? 
- What is your philosophy? 
- Does your style differ for PE? Why is this? 
- Are you aware of any learning/teaching styles 
8. What style are you most confident in delivery? 
- How does it affect your confidence? 
- Why do you think this is? 
9. How have you overcome any difficulties you’ve had while teaching? 
- Confidence, change, resistance and perceptions? 
- Why are these difficulties not presented in linear coaching? 
- How important is the appearance of your session to you? 
- How do you manage behaviour? 
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10. What are your opinions about the policies in England in relation to PE? 
- Do they assist you in delivering PE? 
- Do you have any issues with obesity? 
- Do you have any health initiatives at your school? 
11. What are your opinions about the PE curriculum? 
- How do you use the curriculum to plan your lessons?  
- Do you know any of the requirements of PE 
12.  Do you use the same style of teaching for PE? 
- How are the lessons structured? 
- Do you plan your lessons? 
- What resources do you use to plan your lessons? 
13. How is PE structured in your school? 
- Do you focus on individual/team sports or skills? 
- Sports or skills? 
- What do you find the children are most engaged in? 








8.8 Data Analysis – Raw Themes Table  
 














so it’s managing in a lesson, every child being challenged     
back a little bit once they’re actually working, go round one to 
one rather than talking at the big whole class.      
we, um, still try and get around it whether it takes two lessons, 
one lesson or a slight change in, I don’t know like your groups 
of children or whatever     
troubleshoot one to one or in small groups rather than as a whole 
class.     
it’s mini preliminaries all the time     
It can’t for every lesson. Yes you may know who your auditory 
learners are, you know who your visual ones are but (..) you 
can’t, well, it’s just not possible to tailor every lesson to all of 
those needs.      
Yeah I think that all teaching has to be personalised.       
If a child doesn’t know how the structure of a sentence works, 
you can’t teach them to write very well so it’s about starting 
from where they are     
I think with actual kind of teaching, and (.) pedagogy, I guess (.) 
um (.) it’s lots of different styles that come into it, you have to 
be (.) lots of different things for lots of different people all the 
time     
scaffolds for the children who find it difficult .      
Challenging depending on the (.) um, abilities of the children 
and how many children that you have in the lower abilities and 
the higher abilities,      
hen tried to plan it from there and progress it up depending on 
the needs the children had.     
if it’s not working you’ve just got to change it and do what 
works for the children     
it is just kind of gaging where they’re at whether they need to 
take things slower or faster     
I feel like every child learns in a different way      
I just try and do a bit of everything so that every child can access 
it.       
Yeah. Definitely. Definitely.       
a whole range of abilities and you have to play to their needs      
You can’t just pitch it at one and hope that everyone gets it cause 
those gifted and talented children aren’t being challenged     
they’re just not going to progress either because it’s just too high 
for them so you do have to kind of have those abilities       
I think it’s important for everyone to have the explanation and 
then differentiate the work they’re going to do      
So you think tailoring to the children is really important? Yeah.      
They all need (.) that individual help , the individual guidance,     
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for them all to be learning and progress.  
special educational needs and that really helped my 
understanding of special needs children       
provided me with a lot of resources and knowledge about how to 
support them in a mainstream classroom      
I will change it, I won’t just ride it out for the sake of the lesson 
that I’ve written.       
then I can see where their weaknesses are and where we need to 
move forward with that     
but we try as best as possible to make sure that we are actually 
supporting the children      
I suppose I try and make sure that I reach out to every different 
type of learner  so I always make sure there’s movement      
You just have to teach the individual      
differentiation by outcome but throughout those lessons you can 
(.) hone in on the children’s needs and push some, um (.) and 
support others.       
it’s not just your top achievers and your special needs children, 
every single child is an individual       
And I record it all and then those and are stuck in their books so 
yeah, you have to differentiate for all of them     
I suppose you don’t really differentiate so much in PE, in such a 
structured way      
      
I now left 2 years ago and I couldn’t tell you any theory about 
PE.  
Theory retention 
(18)   
Heard a bit, but again can’t tell you clearly.     
So we looked at, erm, yes, different psychological approaches to 
teaching.     
I’d go oh yeah that’s quite like me but off the top of my head I 
cannot tell you the theory      
yeah we do a lot of focus on that at uni at the start of the year. 
Yeah lot of focus.      
Not particularly     
Not in great detail. Equally, that was just kind of skimmed over 
and mentioned that they exist (laughs) but I haven’t explored 
them in great detail, not yet.      
Piaget and Brunner and theories like that and looked at social 
constructivism      
we learnt a lot about scaffolding and (.) the Zone of Proximal 
Development       
I think we did some stuff on that in year 1 but (..) um (..).       
I think it just might be more useful now having taught for a 
couple of years.      
I don’t think I consider them specifically any more but they are 
always in my head thinking right I must make sure I’m doing 
different ways of learning       
enthusiastic lecturers, they were always the ones that we were 
interested in       
I got the best results because the-e lecturers were a lot more 
enthusiastic.        
I did at A-level because I did psychology but not at uni.       
if you ask me about the essays I did on the theory of education,     
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couldn’t tell you a thing now.   
Not really. I, to be honest, I wouldn’t be able to tell you      
If you ask me honestly if I can remember much of the theory 
around it     
      
not discover things in PE, it would be more like, I teach them the 
skill and then they practice and kind of copy and imitate and 
then it would be things like if we then get into games, erm it’s 
more bring back and discuss and evaluate 
Direct approach 
(13)   
I’ll teach them a skill then or whatever is relevant to fix 
whatever problem they’ve faced and then go and have another 
go and apply that.      
Yeah, yeah yeah and then it’s only when they get into games can 
you discuss the tactics.      
Really easy to talk at children      
I think PE is more like the technical skills is quite important so I 
feel like that needs a clear model and then go and practice and 
copy     
I’ll teach them a skill then or whatever is relevant to fix 
whatever problem they’ve faced and then go and have another 
go and apply that.      
direct orders are very good for a specific thing that you want to 
cover      
for example speaking at the children.      
yeah, that’s fair easier to speak at them, give them direct orders, 
you feel more secure with it.      
their very next step and so if that’s in Maths , it might be you 
can’t teach a child to do long division if they don’t know how to     
it might be easier just to talk at them       
I think we look at behaviourism a little bit     
but also, actually there’s a lot of things I do have to tell them.      
      
it was kind of, here are a bunch of ideas  Knowledge (2)   
good subject knowledge.      
      
you have to be positive and enthusiastic about the learning 
because if you’re not, the children won’t be.  
Positive 
approach (15)   
if the children see that they will start to copy on to negative 
behaviours     
I probably wouldn’t say so. I think they’re all quite willing to 
take part, maybe that’s because of me, maybe that’s because of 
like the type of class that I have.      
That would come across to them and I think they’d probably (.) 
catch on and share the same opinion of it, definitely.      
if they’re comfortable with one another they’re a lot more 
confident to speak up in the class      
need to be, especially with the younger ones, very animated, 
very enthusiastic and enthusiastic throughout       
I think it is important, you know inclusion of all the children is 
good, it has a positive impact on them so     
I want fun and I want trust  and I tend to apologise to them if 
there isn’t some element of fun      
 108 
a couple of the elder sort of, more resistant to change people 
left       
yeah making sure that they know, that they feel happy because 
then that helps their learning       
you have to just (.) yeah just be really kind. That’s the main 
thing that I always remember.      
What I usually say is this is tricky, this is trickier, this is 
trickiest       
I say to them it doesn’t matter if you drop it, you know this is 
how you do it, you know .      
I’m a much more open person and enthusiastic and lively in the 
classroom  when I’m teaching     
If you’ve got a teacher that’s passionate about PE,  you will see 
that the children will be passionate about PE       
      
they learn more from actually experiencing it than you telling. 
Constructing 
own learning 
(24)   
not very directive, I try and make sure they’re, they participate 
as much as they can so I make sure I don’t do a lot of talking and 
they do a lot of the talking,     
Yeah I think in PE in works to an extent having, those with 
communication, picking as more able as coaches     
they’re only certain lessons where that will work, I think.      
[It works in] Science particularly     
yeah, I think I do to an extent, yeah.  [Constructivist]     
I’ll try and almost prompt them but as much as possible I want 
them to like, work out for themselves, that’s the way that they’ll 
learn best      
They’ve got options so they can try and figure it out for 
themselves, you’re giving them like a bit of guidance but enough 
for them to try and work it out on their own or as a team so     
I think that’s a lot better than saying this needs to be passed over 
there cause then they’re just following your instruction, they’re 
not really figuring anything out for themselves     
move it on and you’re like well what do we know and you (.) 
introduce a little bit of instruction       
you had to kind of stop it and you had to bring in a rule like 
everyone has to touch that ball before you can try and score.       
let the children build knowledge and create knowledge     
Constructivism.  And any of the other teachers, anyone who’s 
been taught to teach in the last 5 years would agree with that     
I think children retain knowledge better when they’ve worked it 
out for themselves and puzzled through something      
think of a concept they’ve learnt and apply it in a different way 
and turn it around,       
I think a lot of learning is individual but doesn’t necessarily have 
to come from me, they can create it.       
 I would do maybe something like um, set them a drill and 
afterwards get them to think about that drill     
I teach they need to start discovering the world for 
themselves  and kind of, the more I talk, they either switch off     
Yeah, no I think that’s exactly right      
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It makes them more resilient.       
so you might do the input in a particular way but as you’re 
questioning them, you’ll differentiate your questions     
cause then you can have the discussion about how could we have 
improved this       
kids take control of their learning, independence, they need to be 
reflective     
rather than just standing opposite each other throwing a netball 
to each other.       
      
Apart from children learn better hands on, so all I would 




(13)   
I kind of feel that theory lends itself better to different subjects     
a really good approach to have because you can give them like a 
logic puzzle and that’s where they’d have to apply that theory      
I think it’s important.      
VAK, is it VAK? Yeah, Visual Auditory Kinaesthetic but um, I 
haven’t done much in my own school.      
I’m not too sure on that one.       
I don’t feel like teaching, like, one teaching style would suit 
everybody      
I’ve been in so many different schools, some kids wouldn’t 
really respond to a particular (.) like to teachers sort of teaching      
I would not have been able to teach them in the same way that I 
could have taught the year 1s or the year 3s because they 
wouldn’t have responded to that at all.      
figure out when was right time within your slot of time to start 
giving them information if that makes any sense because if you 
went full on for them they wouldn’t cope with it at all      
Not really, not done that. I’ve not really done a lot about that 
no.       
where you’ve got new ideas and newly educated teachers 
coming through.      
Yes a long time ago but that wasn’t in my PGCE, that was in my 
psychology degree     
      
they do a lot of the talking, talking to each other and sharing 
their own ideas rather than me talking at them 
Sharing ideas 
(30)   
I always make sure that there’s time for them to talk with each 
other and their friends about it,     
I don’t mind them having a chat, they’re doing work     
I’m chat happy for them to have a chat and discuss ideas, so 
yeah, that kind of idea that they’re learning from everyone.      
Have a chat for 2 minutes, come back to me and then we’ll have 
a class discussion about it.      
sharing all these ideas so then when they’re coming to 
independently they’ve got a big sort of bank to build on.      
No I’d say they look up to them, they see it as a positive thing. 
Maybe something they aspire to be but they definitely can 
recognise that they’re good and they learn skills from them.      
Yeah.     
or the children to take on that skill and it can be done at different     
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levels and the children can help each other   
if they’re having troubles, they can try and help teach each other 
rather than going straight to the teacher.     
Yes, I try to as much as possible allow them to talk to each other     
I group them with a higher ability with a lower ability so then 
they’re (.) can work together and be extended in that way     
ust trying to create a community ethos, um, so it’s not just one 
class and another class. It’s very much a community they’re 
trying to build.     
get them talking to each other or thinking for themselves so.       
like it was like a buddy system so that the year 2s were 
supporting the year 1s      
So you think learning from others is really important? Yeah. 
Yeah.      
they know that they’re friends so they won’t kind of, you know, 
be too mean      
they’d been together through the last like 4 years,  um, so they 
knew each other really well, they were really comfortable     
so they’re still getting like that challenge cause they’re having to 
explain it to other children who might not get it       
were using those kind of skills like talking and communicating 
about what they already know       
 I think just sort of bounce off each other a bit more but then 
there’s also if they’re in a group       
if they’re in groups of more than three they tend to become a bit, 
a couple will take over and you’ve got one sat on the side line       
small groups are better.       
having all the high ability and low ability together,  they learn 
off each other if they’re mixed up so I think that’s a lot better as 
well     
like mini teachers within the lesson to help the others  and it also 
consolidated their knowledge of it     
If they can explain it then they have a better understanding     
We get them in as mini coaches, they are in charge of 
supervising the activity     
lower ability are paired with our higher ability so there is that 
area for discussion      
they improve better when they’re playing against better players       
You need chance for the children to talk to one and other um 
(.).  You need it to be active     
      
I try to be quite relaxed in class,  Philosophy (23)   
I think I like to have it quite structured anyway, like to have a 
quite nice progression.      
I think generally it’s making sure that everyone, regardless of 
how small, they, have, everyone’s progressing (.) in some 
respect about the lessons.      
social-constructivist.      
didn’t go into it thinking right I want to be a social constructivist 
as a teacher, this is the theory I’m going to use and base 
everything around.      
Yes so I’m very bouncy and energetic apparently so I like to um 
(..) teach a little, have a go, bring it back, teach a bit more, right     
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have a go and it’s that constant teach and apply, teach and apply.  
I much prefer like creative teaching where the children are er 
practicing while I’m teaching so it’s very hands on rather than 
written, kind of work.     
I try and have it very simple introduction and then very simple 
mains, um and then with the, yeah simple endings     
I think I just adapt to however the class are doing at the time     
I need to change towards being a stricter teacher so I don’t think 
I have a particular teaching style that I stick to      
I’d never jump to right you’ve got that now you’re gonna do 
what the medium ability are doing       
I’m a really, making sure everything is drama and fun and 
songs       
I try to be as hands on with everything that I do       
model them to what sequences they’re going to be doing for the 
rest of the lessons and then they have a chance to do it 
themselves     
I don’t (.) It’s a really question cause it’s really instinctive       
Oh yeah. I usually ask questions.       
Not particularly. Just to keep the children happy     
building learning power. Um, so that is probably the main 
approach that I’m going for at the moment     
he’s looking at me again, um, is just horrific. So, I always 
remember that with the lower ability children       
I don’t think I’ll ever have, definitely won’t have a serious 
approach to it and the children     
I think you’ve, you’ve got to create a blend from different 
people but really I think it is a lot down to your natural 
personality.       
I’d think of, are the kids enjoying themselves?  And, have they 
learnt something?       
So like the thing I said about enjoyment and learning 
something,  um, that’s to me,      
      
we do a lot of reflections at the end of the session where they 
pick out two good things they’ve done and one thing they need 
to improve Reflections (3)   
although it was a bit of a pain, like reflecting on lesson 
observations      
it would be up to a page kind of long in terms for every lesson 
for you to produce but it gives you good reflective practice so I 
still use those sorts of skills now      
      
children in the centre regardless  
Child-centered 
(10)   
I try and ensure that whilst there are aspects of written, like, try 
and give the children the chance to practice.     
 things stick with them better if they find it out for themselves.       
as child led as possible so that, rather than them having to sit and 
listen to me       
it’s obviously better for them to be doing things, talking, for 
themselves yeah.       
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I don’t feel that’s the way they should learn and sometimes 
talking at them just causes them to not be engaged as well,  if 
you’re talking at them for too long     
common knowledge that that’s the (.) better way to teach than (.) 
just talking at them     
I do lots of questioning but I do try  and let it be child led so I try 
and organise activities where it’s kind of come from them       
I think this sort of (.) way of learning, building learning power, 
has been around for a long, long time, it’s come back into trend 
again and it’s called something different.       
I think, the more you involve the kids in the learning process the 
better      
      
I find a lot of children learn best by actually doing something 
like just getting stuck into something Learning (17)   
I think that effects their learning so I try to keep it as calm as 
possible     
environment where they can learn so if it’s chaotic and they feel 
like it’s effecting them cause they’re getting stressed out      
I know that’s not true for all of them,  some of them do learn 
best just by listening or seeing something     
little steps for them to build up and progress       
keeping them active is really good for focus because they’re not 
able to switch off       
You need to have something that everyone will enjoy       
the amount of learning that they are able to absorb is brilliant 
‘cause I teach a lot through song based and drama based     
I’ll give them some information on it and some of it’s useful and 
some of it’s not     
those are mixed ability groups and then they all have different 
roles within that group so that no child can be left out       
they all have to work together and they all have to make sure 
that the whole group understand it before they can finish.      
They’re sponges and they’ve made so much progress.       
But it’s all about children being independent and taking 
responsibility for their own learning       
it might be you learn a lot but could be really boring and how, 
and not everyone, will retain that information just because 
you’ve seen it doesn’t mean (.) you’ve learnt it       
If children are happy they’ll learn.       
Questions are the kind of, um (.) the centre of assessment      
like through play is the best way     
      





just through having conversations with other members of staff     
I’ll seek advice and change it if someone was there.     
The mentoring system there is beneficial because they support 
you and if you have any questions they answer them.      
I had a couple of comments that said, they’re not participating 
enough in their own learning.     
then picked up one or two of the teacher’s like, on the teacher’s 
previous lessons and then just plan the next extending lesson so     
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kind of it’s been a mix of lessons  
like er, training teachers if I know they’ve got a particular area 
they’re more (.) specialist in, um, then I’ll go to them but other 
than that, I generally go to teach-, like experienced teachers.     
Probably go and speak to some other teachers in the school and 
try and get some more support from the school.     
if I’m still struggling yeah, consult more experienced teachers.     
I have been working with the teachers in the schools       
kind of getting to know teachers down where I’m moving to and 
being able to talk to them and get some advice from them     
but pintrest is really really good to helping find like, if you’re 
stuck on ideas for different stuff       
I tend to talk to other people to get ideas.       
they always pair me with an experienced (.) hockey player or 
coach      
coach will actually be the one demonstrating what to do with the 
one actually demonstrating with the hockey stick      
is a really amazing PE teacher, um, spends a lot of time thinking 
about how she can improve her PE teaching and modernising PE 
as well.       
they’re very experienced and very knowledgeable, um, so 
they’ve been doing it for decades ,      
Yeah, you need to keep learning from others all the time       
whether it’s just the people within your school . I think it’s really 
important to share practice definitely.       
or you learn them from other colleagues       
Then she effectively moved into what was rounders but at a very 
basic level and it was just amazing how she did it      
it was my PE time and that was fantastic to watch him.      
the best thing by far is when we have specialists come in  and 
help us or we observe people.       
Where as, when I have lesson when I watch [Teacher Name] 
teach     
draw diagrams of everything she’s teaching and I always use it 
again and they always love her coming in     
I think it should be us having the opportunity to watch them.       
you know like one lesson for an hour (.) of showing you loads 
of, I mean, it would be good if, some things are good .      
you haven’t got time to read it and you just don’t want that.  If 
you’re out there, watching the kids do it with the teacher      
I think just watching, observing and teaching      
even now I think that’s the best experience because you think oh 
I could do it like that       
being in it so yeah, I really enjoyed like seeing how teachers 
related to their pupils.  It was really useful.      
everyone’s got their natural teaching style and I think you then 
start pulling in bits and pieces that you’ve seen work from other 
teacher     
      
would benefit from actually going into schools during your PE 
lectures and teaching Time on PE (43)   
the heavier subjects get in the way      
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and then PE had about 5%     
I didn’t teach any Physical Education in all the placements that I 
was on     
I did a specialisation in PE PE specialism was all theory based     
I’d say as a main thing with my teacher training, like I’ve said 
before, there isn’t enough emphasis on PE     
There wasn’t a great deal of time      
We only had a couple of sessions of PE, and, um, we had no 
swimming training at all.      
PE is such a massive focus with the Government now, I think 
that PE needed a bigger focus within the uni teaching days     
I taught one a week since I started teaching      
we had a couple of hours about teaching it       
I’m doing the Health and Well-being pathway so it’s primarily 
focusing on PE and PSHE so.      
I’ve taught a couple of PE lessons      
I’ve not had much experience because it tended to be for PE we 
were out of the classroom.      
I’ve observed one swimming lesson, um, and then I’ve learnt 
about swimming at university     
I think (..) because things are changing quite a lot in Education 
like at the moment , it’s quite hard for (.) for them to sort of 
tailor a lot      
I still think because there’s other things that we have to teach, 
that feels like one of the things that’s got pushed to the side sort 
of while I was on placement a bi     
We’ve done a little bit on health and well-being in second year       
also with things like PE , you know we had a week where we did 
some PE     
and then where it’s become quite an important thing , I guess 
there’s just a lot to fit in     
(.) but it’s not really done in detail or in any depth      
I think we’ve had about five sessions in the time  we’ve been 
here      
I’ve not taught a lot of PE      
I think I’ll be alright teaching some lessons but I think definitely 
with more, actual sport lessons like skills I reckon I’ll be okay at 
like sport lessons I think I need a lot more input on     
I think there needs to be a little bit more       
PE has had like I said just a handful of lessons       
whereas in PE there’s a lot of different things that need to be 
covered which we haven’t had covered .      
you definitely had more on the English, Maths and Sciences       
some of our subject time taken away from us from the year 
before us that had 6 lessons  in um, like, PE      
we ended up only having 4 sessions overall which was quite 
frustrating because you can’t cram 8 sessions into 4     
during my NQT year, I was put on quite a lot of PE training 
which was quite nice     
It can be an optional thing, it can be an optional course , within 
teaching education, I feel that every one needs to be exposed to 
it       
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I know there is a massive push for Maths, Literacy and Science 
and sometime Science doesn’t even get involved in that      
so I haven’t since my teacher training year  but I taught 
swimming for a term with my teacher training     
we had one session of PE training  and they never mentioned 
swimming     
Maybe at least an hour’s more PE training     
Yeah, it was one afternoon.  I think it was two and half hours     
the foundation subjects were you know, pushed a lot harder  and 
you had to learn a lot more about those     
I think like music and PE and the arts  (.) it’s not taught much at 
uni     
we focused a lot on cardiovascular things because they said that 
PE is not the same as it was so now it’s a lot more about your 
health       
I remember having maybe one or two lessons?      
practical PE lessons because I cannot remember how many we 
had but we certainly didn’t have it every week      
We probably had about four or five sessions in a whole year       
      
doing in hands on and actually remembering teaching a class or 
a group in a local school, I think that would, um, help me more. 
Learning 
through practice 
(12)   
I’ve bettered like my practice since actually being in the job     
obviously the most you learn is when your on placement.     
the placements are where you learn the most because you kinda 
get thrown in and you just learn as you go,     
I feel like I’ve gone into my placements a lot more confident in a 
school surrounding.      
I think it is one of those things you need to be in, in practice to 
be able to identify them better     
The placements have been helpful, you definitely learn more on 
placement than you do in university     
it’s just learning from that experience and everyone is different     
I think it would be nice to have more experience of learning to 
do them as an adult      
I think you kind of need to experience it as an adult to 
understand how difficult it might be for some of the younger 
children as well .      
Actually a lot of the warm up games were similar to what I 
would use in a games or PE situation anyway, um, but just in the 
water       
they’re very experienced and very knowledgeable, um, so 
they’ve been doing it for decades ,      
      
Really good for ideas, not so much the how to teach it well 
How to teach 
(27)   
I wanted to put that into practice.      
PGCE was really helpful because it was intensively taught      
I think we saw how you do a gym lesson but that’s like a one off 
snapshot     
it would have been better to have lesson plans that you could see 
or even to see a sequence of lessons and how they’re taught      
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The uni want us to have it very (.) structured and laid out 
(planning)     
They’re more I can do statements so I can do a sequence of steps 
as part of my dance so that we’re constantly thinking about have 
they achieved the objectives that we want them to and what are 
the stepping-stones?     
the kind of skills involved in pedagogy       
sort of helped me deepen my understanding of (.) kind of the 
teaching um across all primary subjects      
nuances of how you approach each pedagogical situation       
I need more input on how to do that rather than just the 
pedagogy of how to teach that     
Yeah, rather than just going and being like yeah you’ve probably 
done that.  Well it’s like, well okay, like you don’t actually know 
if I’m able to do that     
we were told that that is a thing and in another lecture that that 
isn’t actually a thing       
I know they’re trying to make you think about it from your own 
point of view but it was conflicting from some     
I think it’s really important that we take on board what we feel 
about it rather than just straight from the lecture      
What kind of input would you put in a lesson to make sure you 
covered that criteria in a multitude of ways rather than just 
covering it in one sport     
for me, it wasn’t as important that I got the grade, for me it was 
my ability to teach and how I improved that.       
I use most in my teaching are techniques that were used to teach 
me on my PGCE       
It’s more, the teaching technique rather than specific to Maths .      
So when they split us into group work, I thought wow this is a 
really effective way of learning, I’m going to teach that way 
too.       
he talked a lot about small sided games you could do and we 
weren’t focusing on particular sports that children had to know 
rules of , it was just training     
they teach you how to teach and they teach you how to learn       
 we’re going to teach you how to teach so you that you can then 
go and do it yourself.       
important to focus not just on PE but also the general 
psychology of it and how children learn     
I always think that I learnt how to teach from my family       
Essentially what they do is they teach you the basics and then 
it’s up to you to transfer it       
I think there was too much on the first, there was too much 
theory in terms of learning about Pigaet and all of that and 
learning about kind of the theory of reading       
      
So we were kind of assessed on the lesson plan 
Practical 
Assessment (33)   
that could have been a priority so you had to make sure to pass 
placement that your taught a certain number of PE lessons,     
having taught PE less individually, it’s difficult to tell but 
definitely with the knowledge that a teacher’s watching     
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so they grade us one to four in terms of our placement      
you have to be a minimum of three but [University Name] like 
you to be a two so if you’re at three at the end of your second 
placement      
they strongly advise you to do a third placement because they 
don’t really want to pass you until you get to that two.      
It’s all to do with reflective practice and critical evaluation, 
something like that and you had to pass both those as a written 
module (.) but I think the pass mark was just 40%,      
Just a pass or fail.      
if you failed your last one, I think they asked you to retake it     
Yep, (.) we get compared to the teaching standards (.) the, er, on, 
yeah, like different levels     
the majority of your teaching standards have to be within that in 
order to pass the placement     
We have teacher standards which the Government has set 
out  and that can be sort of working at level     
we’re expected to have a certain percentage at a good level      
our class teacher will write an observation and a report on us at 
the end of our placement as well.       
we don’t really get a grade per say, it’s either you’ve passed or 
you’ve not       
No they’ll come in and they’ll just look at whatever lesson 
you’re doing at the time       
so if you happen to be doing English and that’s your strong 
point, they’ll be observing your strongest lesson       
they’re not seeing the well-rounded picture, they’re just seeing 
one snapshot of your teaching and saying yep that’s fine     
I think they need to come more or observe more because they’re 
just seeing that tiny bit       
you know when that teacher is coming in so you make sure that 
that lesson is gonna be well-resourced     
and that you’ve got everything that you could possibly need in 
case goes wrong.       
but if you’ve only done it for that lesson so you’ve not really 
learnt anything. You’ve just dealt with it so it looks like they’ve 
done it.       
I don’t think, I think if there’s proper improvement that needs to 
be made then they flag it up       
they’re meant to be marked weekly by the teacher saying yep 
you’re doing that, to achieve this you need to do this this and 
this       
It wasn’t for topic based or non-core.       
 I think had they come in and observed some of those [PE] 
lessons, it would of for us given us more validation for the 
importance of it.       
they weren’t graded, we just got a pass or fail for our 
placements.       
We just got told if we passed or failed, um, so (.) and there 
would have been a grading before but now they got rid of the 
OFSTED gradings, I don’t think they do anymore     
yeah, the practical assessments were really thorough.  It was 
intense but I think it was really, really useful, you got specific 
feedback in your lesson observation      
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I thought it was really good the way we were instructed to plan 
and assess and understand that each child’s needs was incredibly 
important and needed to be tracked.       
then I did have a PE lesson observation       
The practical stuff mainly is how you get judged on your 
placements and then you come back with this, um, form so it 
will say like, met the standard, exceeded the standard or 
whatever     
if you fail a placement, you have to repeat a placement       
      
The offer of placements in local schools is really beneficial 
because you have them for a prolonged time.  
Time on 
placement (32)   
12 weeks and then my first one was 6, so they kind of go up 
each year.      
more time should be spent in school      
I’d say (.) as kinda of, teaching degrees should have as much 
time in schools as they possibly can.      
I think there still needs to be a little more training but I think a 
lot more of the training needs to be based in school.      
You’re getting the theory behind it but I think (.) sometimes, you 
learn a lot more by being in the school.      
you have a five week block of placement then we go back to uni 
then we go back to the same school and that really through me 
out of sync when I went back     
You didn’t have too many lectures, it was more the on hand 
practice if that makes sense, as in in the classroom.      
had a 4 week block of placement around October then we were 
back in uni. Then we went and did a special placement where we 
had to go to a special school and just to see a different way of 
learning.     
Then we did a 6-week placement around February time and then 
finally, like, back to uni then an 8-week placement in the June 
time I want to say.      
yes, so we’ve had probably at least (.) 4 months, I think grand 
total overall     
each year we have about 8 weeks, um, in placement and the 
other two terms are spent in uni     
There has yes , we’ve had (.) a block placement every (.) year      
 if we’re a year 6 class teacher to support year 6’s up to year 7 
but I found that being there a whole week wasn’t particularly 
beneficial to us     
Yeah. Big block. [of theory]     
I’ve been in year 1 for six weeks and year 3 for 8 weeks, 
something like that.       
because of our last placement and like all the work for 
dissertation and stuff,       
There’s so many assignments that run along side our dissertation 
that it’s just ridiculous      
If the placement was a 3 month placement and took out of that 
kind of, all the sessions which are just repeating themselves 
basically      
I think we need more time on placement.       
3 placements a year so, really full on experience.      
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Yeah. I do think, yeah, yeah.  [Enough time]     
when I did my course you had three placements  and it began 
with a four-week in school placement, then it was a six-week 
and then it was an eight-wee     
You don’t need as much time in college,  I don’t so. It’s better to 
get out there and learn on the job.      
I think they’ve upped that to  six, eight, eight or something 
which I think is a better idea.      
going back to what I was saying about the placements with it 
being slightly longer, I think that’s excellent because you learn 
so much about pastoral care through those environments and 
through those experiences     
Probably would have appreciated a few more school visits.       
it’s great that you are in three different schools for a long period 
of time, if the school and you aren’t gelling,  eight weeks is a 
long time to be in that situation.      
I think some, even for just an afternoon or a day, it would have 
been good to visit a few more schools.       
Eighteen weeks?       
but it was a lot more in university.       
now but it would have been better to have three practices rather 
than just the two I had      
      
in terms of teaching cause in primary you teach everything, 
history’s quite good for that because it teaches you a lot of the 
basic skills.  
Previous 
experience (3)   
Yeah, well, I’m a qualified football coach so when football came 
up as a topic on placement, my mentor said go take it, you can 
teach it all.      
my first degree massively helped me with child development so 
I did a lot on the psychology of children and how they develop 
and that then gave me my want to go into Education      
      
she’s a lot stricter in terms of volume, 
Mentor/ 
Teacher-tutor 
(28)   
she’s not as keen on talking so kind of, having that conversation 
with her,      
I spent two years being a TA in a school, so I’ve kind of seen a 
lot of stuff there that I can bring that maybe my mentor hasn’t 
seen.     
I can while you know, while I’ve got their experience, use their 
knowledge ‘cause it’s their class at the end of the day so they 
know how to get the best out of them.      
if your teacher doesn’t feel uncomfortable in you doing it which 
then that’s the time when you do need to practice with somebody 
who’s qualified to help you side by side.      
You always had a tutor on placement anyway.      
Yeah so I had a NQT mentor, um, so (.) at pretty much everyone 
has, in fact you have to have an NQT mentor to pass your NQT 
year um in a school     
hey were there for a bit of support and you know making sure 
that I passed my NQT year.       
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They try to encourage you to pick up on like the teacher’s 
methods that are already in place.     
We have a, what they call a teacher tutor in schools     
they’ve told us which children have got special educational 
needs right at the start of the placement, explained how to 
support and helped us support throughout.       
The last teacher I worked with had been teaching for quite a 
while and she said that it’s nice to see the new ways that have 
sort of come in to help teachers teach different subjects       
she said, that we were sort of able to bring her forward to see 
what was sort of new with that so that was really good      
uni lecturer about it who will come in and see you and just say 
you need some more help or you’re struggling with the teacher       
and so Friday end of the week they’re just more concerned about 
wanting to go home some teachers     
She was just (.). She wasn’t great     
I think because a lot of the lecturers do have such a passion for 
teaching       
their input is really, really valuable       
teacher-mentor who tends to be the teacher who’s in charge of 
the class  that you’re in or another member of staff who’s trained      
kind of relevant if you got a good tutor and mentor, kind of not 
relevant if you didn’t get one.        
 I don’t think they chose the mentors in schools particularly 
well.       
I think most of what you learn is from the teachers in schools so 
if you’ve got a good mentor or teacher tutor then great       
if you haven’t then really missing out so there’s a real 
discrepancy amongst students because you know, it relies on 
who you’re learning from.       
I had a very, very difficult mentor in one of my schools who um, 
was not supportive     
She was just not a very nice person. Um. So, she was, um, I 
think she found out that my Mum and Dad were head teachers      
I disagreed with most of it  but I had a nice teacher so she was 
my mentor      
you have a separate teacher tutor, so my teacher tutor was very 
nice     
It was the class teacher in my first (.) my first, or my second, 
actually it was also the class teacher which is quite useful.       
      
they see that teacher as the teacher and I’m just someone else 
coming in to teach them so it’s the same kind of when you have 
supplies in 
PGCE Vs Real 
life (25)   
Yeah, finding that (..) it’s okay, you get quite a good relationship 
with them but finding that sort of authoritative relationship with 
them      
the teacher as being the superior figure because if there’s a real 
behavioural problem they’ll go to the teacher in the class at that 
point.      
PGCE is not like being in a classroom full time and being a class 
teacher      
None, there is none of the responsibility and there’s none of the 
accountability.       
 121 
accountable for a class as much as they want but actually when 
you’re sat with the data       
I don’t know, quite high stress situation to be in  and I think, I 
would have loved to have known what that felt like      
You just have to kind of feel your way around it     
because the other teacher wasn’t going to be there very 
often [more responsibility]     
, a lot more planning and a lot more responsibilities, um, with 
taking the, like with the, kids to, er, lunch and doing registers      
in my first placement we were given a lesson plan that sort of 
came out of a book     
The classes you’re put in with are not the lovely model that is 
presented to you at university so it’s definitely worth learning 
from being in placement       
being a professional teacher and how you know, your role in 
regards to the whole school       
that’s effectively the module teaching you how to be a teacher       
In real life it might not be like that. You’re not going to have 
everything you absolutely need, like you should do but for 
whatever reason you might not.       
Feel like I’m not going to get honest feedback that’s gonna 
affect me if I’ve prepared this grand lesson       
I looked up their targets and I (.) then went online and read 
things about swimming teaching and how I could break it down      
I wish we’d done more, more of actual planning  and what you 
really will be doing in school      
I think there could have been more done actually how a day run 
and the real things you actually need to know.       
like even how to structure your time. Like what’s good time 
management, things like that.       
I think more safe guarding would be, I had one safe guarding 
lecture I think for the whole of uni     
Maths was just ludicrous the amount Maths we had to do yet I 
did Maths A-level. I wanted more of something else but didn’t 
get it.       
things like that as opposed to the actual practicalities of running 
a classroom and teaching thirty different children      
The PGCE (.) erm, was really, really useful, valuable for my 
time becoming a teacher but you can’t replicate the job      
I found my NQT year really hard because it couldn’t get that 
environment and that pressure, um, ready to go into the 
classroom      
      
I don’t think I’ve needed to  
Personal 
Development 
(26)   
I did a PE course and that was really good, it was run by my old 
PE teacher from secondary school which was a very interesting 
new way to see her, um, but that we had sequences of lessons 
and we also got good variety.      
we’ve had CPD within our own school on how to teach PE, how 
to teach gymnastics so our school are, we’re quite current with 
the PE and it’s quite a big thing on our agenda.      
So had an online swimming course where we watched how     
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strokes are taught but that was it.  
We also have instructional feedback though so that’s fifteen-
minute observation every week  by a member of the senior 
leadership team and that is, supposed to be an honest reflection 
of your teaching     
but I don’t know how much value knowing it in advance would 
have (.) been      
Yeah. Very much so.     
there’s a couple of websites online erm, things like TES and 
Twinkle, um, where there’s, yeah there’s a group of community 
teachers and they sometimes put resources or (.) lesson ideas on 
there      
Yes, I’m quite lucky in the school I’m in , we’ve got links to 
[Company Name] so we’ve got free training through that     
I did go on a Netball course      
I did a pre-maths course in summer, at the end of the summer 
before I started and that was amazing.       
I have had to re-teach myself bits of information to make sure I 
know what I’m doing.       
An introductory course to doing Netball coaching and umpiring 
which was interesting.       
Definitely. Definitely need to keep your CPD ticking along      
We’re currently going through training so the senior leadership 
team,  they have done some training      
You have to read documents and reflect on certain questions and 
then you come together as a little group      
So in scho-ool, they give you further training and that’s been 
really beneficial     
for example like PE or um, Art activities and things like that 
then you find them online      
I will (.) I google things and I try to search for new ideas but 
what I tend to find is it takes me more time that than it does just 
to think about the skills and break them down      
I’ve always been really honest with my limitations      
my year 6 teacher has been brilliant in terms of bringing me on, 
my subject knowledge in terms of development       
there’s often the county or local authority will roll out some (.) 
um, some programs      
they’ll feedback to the rest of the staff and there may well be 
opportunities to develop your own practice      
it’s a learning community and we run a program called [Program 
Name] which is for teachers which are already good , typically 
newer to teaching      
I suppose you’ve got a (.) to do the hard work yourself really, 
you’ve got to find out a lot of it.       
What would it look like in the middle of the school? Erm, so we 
do try and offer stuff here and we have sent staff on CPD days       
      
you can learn enough about the Vikings in one evening to be 
able to teach it for a whole term to primary children 
PGCE 
comments (24)   
I think we wasted quite a lot of time like oh here’s a nice 
geography lesson that you might do     
Bits, but they haven’t really focused on teaching styles     
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children’s concentration and how they sort of develop in years       
Yeah I think looking at higher key stage 2, like SATS, it’s quite 
a big thing      
I mean we’ve got a module this year which is sort of repeating 
bits that we’ve done the last two years       
Yeah I think so. There’s just a lot. [time constraints]     
and a week of the health and well-being pathway       
It didn’t help me at all  and we spent so much time on learning 
how to write an essay     
we could have spent that on learning how to teach more 
effectively      
I think my PGCE prepared me the best they could in a year.       
yeah, good. The theory, the theory they taught us was really 
good.       
it was a really good course at [University Name] to be fair so 
yeah it’s good.       
There was a focus of developmental psychology       
um, teachers felt that there wasn’t as much focus on things like 
phonics      
I don’t really think the PGCE was particularly beneficial     
I do wonder sometimes how people teach after just doing a 
PGCE because it’s so quick     
they miss critical things all the time e.g. Phonics     
It was too general as well       
I didn’t think the PGCE was particularly good      
A lot more being in lessons, so the lecturers would teach you as 
if it was a primary school lesson and would (.) and they would 
for example we had Science every week      
the PGCE is so short so when you do the PGCE (.) you just 
don’t, there’s not enough time in a PGCE to learn what you then 
teach     
So like (.) for example, for me, they’d have said to me where do 
you think your weaknesses are , I would have said I stopped 
literacy     
most of the stuff at uni, there was the odd golden nugget was 
kind of a bit (.) of a waste of time      
      
Yeah, if I’m honest, I’m not 100% practised in planning it 
confidently.  Planning (2) Confidence  
 so I think that’s where my confidence is lacking because I can’t 
plan.       
      
whether it’s a hard lesson to manage  
Behaviour 
Management (1)   
      
whether it’s a hard lesson to actually teach  
Confidence in 
context (2)   
less confident with gymnastics because (.) the range of abilities 
within gymnastics are so varied that it can make your lessons not 
go as smoothly as what you’d expect      
      
I found hockey harder to teach because I wasn’t as familiar with Previous   
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the game.  Experience (20) 
who don’t really do any kind of sport, I would say feel far less 
confident teaching      
Yeah, I definitely feel more confident in sports that I know well      
yeah I do probably without meaning to, um, place greater 
emphasis like I do a dance club      
I think with team sports      
Yeah, that’s kind of where, that’s where the confidence is I think 
but then that’s more my background than necessarily the 
school’s help.      
I feel more confident with dance (..) I love dance.     
I’ve been growing up like helping children with different things 
that kind of inspired me to do it.      
Yes I’m a scout leader and (.) I (.) did a college course in child 
care so had lots of experience through that.      
some of the degrees don’t always apply to teaching so therefore 
it’s a bit harder to become a specialism [specialist] in something.     
I used to be a, well, still am a swimming teacher       
because I’m a swimming teacher at weekends , I feel quite 
confident     
I mean like a lot of my experience is from my own experience       
I had to do 900 hours of work placement, so I felt that prepared 
me       
I have experience from my college degree     
I had to teach Rounders last summer and I have to do it again 
this summer and I’ve played Rounders since I was nine years 
old .     
 I know that the way I was taught PE was awful,  I thought I was 
awful at PE and Games     
I (.) studied sport science at uni       
erm, some pedagogy sort skills during your degree , so looking 
in sport science     
I might not be brilliant at one particular sport but I’ve always 
loved it and always appreciated all values it can bring so yeah.     
      
No. I didn’t leave feeling prepared.  
End of Course 
(20)   
yeah yeah, I definitely feel I’m prepared yeah.      
PE which worried me     
Probably at the beginning of last academic year, not this 
academic year, not this academic year     
found my (.) first year of teaching really, really difficult       
I think I could still cry a little bit but on the whole I think I’ll be 
okay.     
I feel quite prepared to (.) apply now yeah     
I feel quite confident about teaching PE to be honest.       
Yeah, yeah.       
I’m feeling anxious, not, I wouldn’t say like I’m particularly 
confident       
I feel a lot more confident in English and Maths,  erm (.) Art, 
and PE not really so much      
Not really, I mean confidence ; I mean my confidence is     
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definitely an issue.  
I have some confidence in it,  I’d like to have a bit more at 
university      
I feel really, really confident, I’m one of those teachers that I’m 
fine with observations, I’m fine with people coming in     
I don’t think it’s the sort of er career where you can really be 
prepared. I think you just have to do it so yeah.       
it doesn’t prepare you that much  [for PE]     
Yeah, I think so, you  have to throw everything into everything     
I think there work load because it had been so intense in that 
year       
I was confident anyway because, um (.) but I think I was 
confident because, um, I was confident because the whole time I 
was at uni, I had the support of my whole family      
I don’t think I got any confidence from it       
      
Subject knowledge… I’ve coped fine with that 
Subject 
Knowledge (21)   
Dance, you need a lot more of training, it’s not something we’ve 
really had any training with really yet.      
I was just like this is useless because primary teaching is not 
about subject knowledge like you know      
the field and referee a football match and it’s stressful       
I don’t know anything about football skills so I can’t teach them 
anything and I can’t model it and I can’t show them     
I think if there was more of that in other schools I’ve 
experienced, I’d probably feel a bit, I’d probably see more 
teachers that felt more skilled.       
I’m not sure how confident I feel teaching that      
which hasn’t helped I think build my confidence in that.     
I think we would have covered that more so I’d probably feel 
more confident teaching in that way.       
I think the content maybe     
I feel a bit out of my depth with Maths so I think that’s 
something I really need to improve on.       
I think the actual content needs to be just gone over a bit more 
because like (.) yeah alright you can tell me to have this lovely 
classroom set out in this lovely way  
  
  
you need a bit of content knowledge to be able to teach that like 




I think you have to start really knowing your stuff.  So, there’s a 
lot of learning and rehearsal that goes into it      
then I think you just come across confidently because it’s just 
second nature.        
It’s all about the subject knowledge.       
 If they were key stage 1 teacher, they were going into that area 
of the curriculum completely blind.       
Yeah (.) in some areas. (.) Like I don’t think, like I’m confident 
in balls skills and athletics cause it’s all fairly straight forward     
wouldn’t say I’m particularly confident in dance and I wouldn’t 
say I’m confident in gymnastics at all.      
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I feel a lot more confident about teaching it to the children and 
actually when you go back to the basics of (.) learning how to do 
it with the kids 
  
  
I hear new teachers talk about, their fear of PE as well is big I 
think.       
      
yeah I’d say I feel confident in that style.  
Confidence in 
approach (11)    
Yeah.      
You have to be pretty brave to let it be open and let them 
discover the learning for themselves.      
I more prefer the outdoor aspect like generally linked to PE and 
PSHE rather than everything that’s entailed in it.      
I found that out in my first placement  and (.) the children just 
didn’t really respond,  my teacher picked up on it straight away     
Like some of the concepts are so simple to us that (.) explaining 
them to a child can be so like, oh come on you should know that       
I think it can knock your confidence, if you’re doing something 
in a certain way and someone says well that’s not a thing      
I think that can be quite conflicting for a person who is new to 
teaching      
I’ve always been quite confident in the fact that I know how I 
teach and I know what works well in my own lesson       
So there has been and I think in time people will begin to see 
good results and then come round to it themselves and put some 
of the ideas into practice.        
I feel a bit more confident than I would say three years ago (.) 
um (..) but I still feel like there’s, people are worried and they 
hold back a bit.       
      
I definitely teach differently when someone’s watching me. 
Observation 
(16)   
Maybe without someone watching, it might be less rigid, I might 
be more flexible with it but I still think you’d have the nice 
structure to progress them through each step.      
probably much more prepared in terms of, actual like resources 
like, things, things like I kind of moved the children around a lot 
during a lesson       
ess able to maybe branch off and adapt to what is happening to 
the situation at the time. I feel more rigid that someone is 
observing me.       
if I’m being observed it’s horrible.       
You want it to be just so. You want it to a good reflection of 
what you do every day      
You have to be really open to criticism and if somebody has a 
different way of doing something or if they think what you did 
wasn’t quite right, you have to take that because it’s the only 
way to progress     
      
I now teach swimming, and I don’t feel that qualified to teach 
swimming and yet I have a group in the pool      
Um (.) and Games, my actual ability in Games is not great.      
want to go into year 6 and don’t feel prepared really to help them     
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with that and that transition to secondary school.   
I’m most confident once I feel they’re getting to grips with 
whatever learning objective I’ve given them       
PE has been the hardest thing for me to overcome because I did 
not see myself as a good     
it was really hard to get past that to start teaching and feel that I 
could actually teach this to children .      
there’s always someone there refining their actual hockey 
technique .     
I just can’t play hockey.       
      
Yeah absolutely.  
Through 
practice (19)   
I think just keep getting some more experience in (..) probably 
my main thing.     
it is just confidence so being on placement     
a lot of it now has just been theory and assignments so you’ve, a 
lot of us have felt like we’ve sort of got out of our rhythm     
I’m just sort of hoping that I feel prepared after my final 
placement     
our whole first year and last year was Key Stage 2 but (..) I don’t 
really feel like if I was to go into year 5 or 6, I don’t think I’d 
feel very prepared to teach      
but at the end we felt a lot more confident because we’d been 
doing so much stuff, the class felt more like ours      
I felt a lot more confident with it by the end of the second 
placement which was a relief.       
but it’s probably what they need to happen to be more confident 
if that makes sense.       
That and my second placement that was in year 2 I went in 
confident straight away and then children reacted perfectl     
I think I’m (.) getting there, obviously this last placement will be 
like (.) It will be the proper test      
The practical side of things really has helped with experience 
with paperwork as well as getting on with other staff members     
at the time I’d never taught Netball before and I didn’t really 
know what I was looking at       
Yeah, definitely. That was, the post was the most valuable thing 
you’ll do at uni.       
I was really nervous for it, um (..) not really, I just think you 
have to get stuck in      
I just had more experience in key stage 1  when I had my 
interview      
 through that first year, the NQT year, you realise that it’s fine 
and it’s okay and with experience that you relax a little bit.      
Having said that I learnt a huge amount, all about pastoral care 
and how to deal with those certain children and what support 
networks are out there .      
Definitely. Yeah, I, yeah, I agree. Yeah, completely. You have to 
get things wrong. Yeah, it does always go well     
      
I think that would help a lot of teachers that aren’t as confident 
in teaching it.   
PE Curriculum 
(1)   
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for the people that decided to do it, it just upped their confidence 
in that subject,   
Through extra 
training (2)   
Hopefully, the new generation of teachers coming through now 
will feel a bit more confident because of sports fundings       
      
I think that’s one of the hardest things as a teacher as well is 






Coming from football coaching to actual teaching (.) er, where 
you’ve got people who have literally never kicked a ball to 
people who are playing regularly for academy teams.     
extra teachers, and using that experience to help those who 
aren’t confident and build them up and doing it that way rather 
than looking at the advanced     
I think if they’re capable, um, it normally means they’re doing it 
outside of school so they’re getting specialist coaching so in that 
respect      
they might still be working on the foundation stage skill but 
that’s where they are.       
how you can adapt some of the things so I’ve got a child  with 
um, er, (.) with motor neurone disease      
so that they could participate still and begin to get that 
movement in [Obese]     
it’s just adult support like just going round seeing if someone is 
struggling, helping that child     
you just need to think about those children in particular and how 
best to support them .      
they’re more of an expert in those subjects and there’s a massive 
difference       
all of those are of a level who are lower ability who are learning 
skills and the boys who are just playing games all lesson because 
they’ve grasped that ,      
I had a mixed year 3 and 4 class and there was a massive divide 
between abilities       
I wouldn’t be able to teach her anything new but I use that as a 
resource within my lesson       
The children feel so much more inspired  by that cause they’re 
like right, my friend can do that     
lower ability just lost interest because they were like well I’ve 
been put in the rubbish group ,     
where we can excel their learning and it also with the higher 
ability, it challenges them cause they have to be able to articulate 
their ideas.       
therefore they felt comfortable competing against children they 
thought they were similar ability to.       
lot of mixed level matches as well as training them in their 
teams      
you don’t always want to play mixed ability or those better 
players become lazy and don’t try as hard.        
Especially the ones that are better at Sport, so the ones, the ones 
I’d speak that are more sort of lower ability, um, are, more open 
to having a wide range of Sports      
The ones that are higher ability will say oh yeah I love Rugby ,     
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I’m amazing at Rugby, that’s it 
So if they com up with something they’re interested in, if it 
comes up in discussion then I’m more willing to go with that and 
spend some time exploring it      
Whereas with lower ability children I find actually they need a 
bit more guidance, a bit more structure to their lesson.       
I’ve got a massive difference in ability in my class so it’s quite 
hard.       
differentiate your lessons which is very hard  but you have to 
push the highers and you know, met the middles and help the 
lowers      
although there’s three different tasks per lesson, a lower, a 
middle and an upper . You have to cater for everybody’s needs 
so in a way it’s twelve different tasks.     
There were some children with some really challenging 
needs.  They were very vulnerable     
So, in a lesson, you effectively have to differentiate so you 
differentiate massively so it might be five ways in a lesso     
it’s so difficult because again you don’t want to ability group 
them, they have to be mixed.     
I’d say whingeing because it’s not fair is the thing that comes up 
and that’s quite easy to manage     
Although it tends to be the lower ability and the higher ability on 
each end of the spectrum that are most       
who don’t know the rules or they’re not as good at the game that 
has been invented and the ones at the bottom where they (.) 
recognise their own um, limitations but haven’t got that 
confidence to keep going      
you can have children with quite severe special needs and you 
can have children that are off the scale in terms of their ability      
so there’s all different types of behaviour and learning going on     
      
I think the children love competition so any team sports, I think 
they’re more engaged and motivated. 
Competitiveness 
(20)   
I think the competitiveness of game sports is really good for 
them.      
the boys especially like anything competitive so any kind of 
team sport there     
It’s teamwork, it’s a really big problem. They’re at that age 
where they’re starting to get that competitive spirit     
Boys (.) and the sporty girls tend to love the games side      
They love them, they really feel part of (..) they love competing 
against the other schools because it’s the local area      
so we don’t have any competitive sport at all       
Whatever the scenario is, you put them all on a rugby pitch 
against each other and they don’t know how to manage their 
anger, it’s awful.       
There’s some been (.) some children that are more apparent with 
competiveness than others     
separating them on teams so there’s a bit of competitiveness in 
each team      
If they were less competitive sometimes they prefer the (.) more 
like gymnastics and dance side of things     
Higher up competitiveness becomes in a bit more      
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quite frustrated with those who weren’t that good who were on 
their team      
passing to each other who were good rather than the other people 
on their team who were at lower ability       
or just a floating competition so it could be floating on their 
front     
but it’s harder when you’ve, when I’ve got an older group of 
children,  like now, and they’ve set in this mindset of oh I’m bad 
at this or I’m good at this so competition      
wouldn’t have tried so hard at the competition but because we’d 
streamed them already      
they’re quite a competitive group of children so they do get into 
it       
I would say, any chance for them to be competitive (.) certainly 
my current class is what they like doing .      
Certainly this year with the children that I have in year 6 and 
certainly in year 5 I’d say. Yep, they love to compete.       
      
There’s a lot of behaviour management involved in PE. 
Behaviour 
management 
(43)   
I just think in PE you have to have quite firm behaviour 
management      
you teach it better if you’ve got good behaviour management 
and control of the children,     
it depends on the behaviour of your children      
I do have to just, yeah, talk at them and their to not be a lot of 
freedom because otherwise they’ll go off task and start to 
misbehave     
And we learn, things to do with behaviour, that’s all kinda to do 
with psychology and I do think it’s definitely important      
, you’re outside the classroom so they need to kind of know the 
boundaries are the same.      
you can deal with it easier, because they can just sit on the side, 
you can deal with it there and then. It’s not something you have 
to keep going back to.      
have arguments that you can’t really deal with on an immediate 
basis     
so you get a lot of arguments (.) and that’s the real, trying to 
conquer that, how can we kind of get round that situation     
one sort of negative impact it’s had is in terms of my presence in 
the classroom because where I’m so used to not having to be the 
authoritative figure,      
the class I’m in at the moment, there’s a few sort of behavioural 
issues that they have in there so having the authoritative figure is 
much more useful in that sense, in that class,     
a lot of them were brought back into the classroom, to get them 
kind of settled back down and actually work calmly was (.) was 
a challenge.      
Behaviour. Behaviour has been a massive thing.     
I had a very difficult class and, and that, the class set me up for 
the rest of my teaching because my behaviour management had 
to be on form but behaviour I find, I found in my first year 
horrible.      
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for example I think in behaviour management  I’m quite 
attached to family links training      
. So, (.) making them understand the responsibility and the 
ownership of their choices     
behaviour for learning is the biggest challenge on a day to day 
basis .      
motivate behaviour for learning unless you do it in nursery or in 
foundation stage so yeah .      
pretty much every school I’ve worked in has a really clear 
behaviour policy       
biggest thing that has the most difference on your classroom 
management basically.  If you set high expectations at the 
beginning of the year (.) children (.) behave     
because they will feel safer in an environment which is kind of 
controlled through rules and routines      
behaviour has been really difficult, it’s been because the teachers 
don’t expect the children to behave in a certain way.       
positive techniques behavioural wise     
I think it is harder with the behaviour management  but I 
wouldn’t want that to put me off doing it      
quite worried about behaviour management     
I find PE (.) probably the hardest to manage behaviour 
management wise      
when they’re over excited they obviously don’t listen as well      
behaviour management and how different styles can effect the 
children’s behaviour  in the classroom      
consequences for different colours so children don’t really want 
to be, so if they got to the top of the board for good behaviour       
it’s a lot harder when you’re outside the classroom obviously 
cause it’s a much more open space       
otherwise it can just turn into a free for all and it’s not     
behaviour management like techniques and stuff to be given to 
you       
through rewards of house points, the actually, the quickest table 
gets that reward     
we’ve been able to discuss ways to get them to calm down      
Behaviour management is completely different,  that’s probably 
(.) the biggest challenge     
What you’ll try with a year 4 is never even going to work with a 
foundation or a year ones so it’s just adapting quickly .      
 If they do early they come back er, slightly more excitable than 
they would be but they settle down and then they’re absolutely 
fine .      
it’s very difficult to be monitoring where they are because a lot 
of it is behaviour management when you’re outside .     
It’s not an issue but I just mean because they’re not in the 
classroom, they’re not in the confinements of the classroom, 
they naturally become a bit more exuberant      
Used to find it really hard but again like with experience,       
just getting on with it, and actually giving them a voice and 
actually listening to them to the problem that they’ve had.       
I’m thinking, who needs the punishment and who have I got to 
call      
 132 
      
body image, I think that’s a big thing for some of them, 
Self-awareness 
(16)   
So they’re year 5 so they’re 9 and 10 so they’re kind of getting 
to the age where they’re aware of how they look and how 
they’re looking to people.      
So, yeah, I’d say body image is definitely something that mine 
think     
kind of separate changing rooms for the year 5 and 6 children so 
they don’t have to get changed in front of each other     
I think end of year 3, beginning of year 4, I think is where it 
starts to begin but definitely in year 5 and definitely in year 6.     
I think year 1 were a lot more sort of emotional and self, weirdly 
self-conscious with getting answers wrong where as year 3 
seemed a lot more relaxed      
children are becoming aware of their bodies a lot and not always 
for the best reasons       
I should just be something that’s sort of a subliminal message 
given to the children       
You said oh would you not do this and they’re like no it’s a 
girls’ one      
become very gender stereotypical that they all go to what their 
friends are doing rather than really what they would want to do.       
year 6 classroom and they’re not as receptive but they are, it’s 
more of an embarrassment thing       
So I’m like right who is your team going to be before he goes 
out rather than being picked last which is what was getting his 
morale for sports down.       
it’s never when it gets to the go bit when they do it by 
themselves, it’s never a that’s wrong.       
they get very embarrassed because it’s very exposing time       
I think because it’s got so many connections to your body and 
your self-image       
I can’t imagine how it wouldn’t because if you, I mean, like I 
said it’s so connected to your self image       
      
I never have anyone that doesn’t want to take part.  
Children's 
opinion of PE 
(9)   
Some of the children find that quite tricky because they feel like 
they’re making a fool of themself      
when I’ve taught them they really love it so (.).        
become more confident like generally within the class group and 
then yeah like through other lessons when they’ve become more 
confident just to try and build their confidence through that so 
then that can be applied to PE.     
the children absolutely love it ,      
children are enjoying what they’re doing       
think you’ll struggle to find kids that turn around and go oh I 
hate PE.       
Beginning of the year they’ll be a couple of girls that I ear mark 
and they’ll be like I hate PE       
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I’ve never seen anyone dislike it more. I’ve always seen it either 
they’re not that fussed about it but they enjoy it or there’s an 
upward trend in their attitudes.     
      
I think definitely exerting that physical energy is definitely 
helpful,  
Freedom/energy 
(10)   
it’s quite good in the morning ‘cause they get quite tired and um 
cause they’ve been doing exercise and they’ve been exerting 
themselves      
No, I think they feel they have more freedom in PE.       
it’s outside, they just move and get some fresh air in, just have a 
bit of like fun as well as just sitting there in the classroom.     
It’s quite exciting for them as well, especially if we’ve got 
apparatus out and things      
I find that a lot of the children really look forward to PE because 
it’s something different       
I feel PE is a lot harder inside because when they’ve got so much 
energy,       
they really enjoy that break in their learning       
It gives them that kind of release so we have one session  on a 
Wednesday and one session on a Thursday      
They always come in a little, they all come in energetic anyway 
but they in a little bit more (.) ready for school       
      
 I have some children in my class that (.) um, need to release that 
energy in order to be able to concentrate better in lessons  
Engagement/atte
ntion span (33)   
we have Maths straight after and I do notice that they are a lot 
more focused     
Um, cause they’ve been able to release that energy and then be 
able to focus better in lessons, yeah.      
come to class where there’s 30 children, 15 of which aren’t 
really that bothered about it and you’re thinking right, how do I 
get them enthused by it?      
‘cause their time span of what, their attention span, they say it’s 
their age plus two minutes either side     
It keeps the pace going and um, they’re then not sitting bored, 
well I shouldn’t say that, but they’re not sat there for 20 minutes 
at an input, having to take it all in and then practice      
Yes, possibly because if the attention span isn’t there then you 
have to (.) the behaviour then changes so you need to make sure 
it’s short and snappy.      
[PA] positive impact on their learning,     
I find they’re actually more engaged through the rest of the day 
when they’ve had their PE slot early.      
getting them engaged in sport and they came back buzzing for it 
today so they are good.       
then behaviour for learning is the kind of behaviour that the 
children display towards their learning      
. How engaged are they? How do you get them to become 
engaged?      
they love it. Absolutely love it.  So not at all, it’s probably the 
easiest thing to keep them engaged in.       
I’ve picked kind of a more relevant song so could that it could 
appeal to all the boys     
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they also picked their own groups so that they could pick to be 
with the girls if they wanted to or could be with just boys if they 
wanted to   
  
yeah younger years, are more, like, er, engagement generally so 
there’s less of an awareness of what others may think     
I think it was just trying to give the ones who were less keen in 
PE like trying to give them special roles     
I try and keep it short as possible  and then get them doing 
something     
teachers try and do literacy and Maths in the morning because (.) 
they feel that’s when the children learn most effectively       
but I’ve also seen a lot of girls that are that way as well so (..) 
again I think it just depends on the class.     
clapping with them to get their attention umm children really 
respond to you making silly sound     
I don’t know how to get these children’s attention without 
shouting or clapping or doing something       
their attention span is a lot less than those of the younger ones      
so they need to be constant change, constant activities, you know 
just things to get them involved and throughout this getting kids 
involved   
  
I’m going to ask somebody a question or (.) so you all need to be 
listening     
I find that they’re more able to concentrate.     
to keep them engaged is to make sure they’re work is perfectly 
pitched to them      
if they do something too low they’ll mess about so as long as it’s 
well pitched     
it’s just really important that you believe in those kids and even 
if you’re not sure they can achieve it, you have to make them 
feel like they can    
  
if you teach it at too higher level, you get a lot of kids very 
disengaged I think because it’s embarrassing      
Yeah, you need engagement and challenge (.) however that 
engagement looks     
When you’re at school, you want to come in and actually be, 
have something to look forward to, so kids that are quite often 
disengaged   
  
it’s because they’re trying to avoid what they’re doing or they 
feel it’s really unfair that something’s happened      
      
whether they reach it is kind of (.) it’s a lot harder to control, 
because, for example in football there are some children that 
have never kicked a ball.  
Standard 
achieved in PE 
(17)   
even if it is just they can kick a ball from one end of the pitch to 
the other and they can dribble it, that’s an improvement on what 
they had.      
As long as they’re improving then they’re making progress.      
it always throws me who does sport activities and who (.) 
because you can look at child and say you just sit at home on 
your computer and they don’t, they’re really active so I can’t 
predict it all.      
other people looking at it and her other PE teacher and her 
pastoral person but yeah, we would report that back.       
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not really (.) because children do (.) all (.) develop at such 
different ages       
I know that they have their objectives for the lesson and they re-
cap it at the end of the lesson and discuss whether the children 
feel they’ve met their individual targets .      
I umpire as well and you look closely to see what skills are 
lacking that week and then you build upon it that next week 
leading up to the next match       
They can help particular children that might need some help 
with a skill or even if it’s just gross motor skills that they need 
more help in ,     
And I’ll say so and so did this question easily, they followed this 
rule, blah, blah, blah     
I wouldn’t say to them it doesn’t matter if you can’t do this, it’s 
about enjoying doing it       
To a point it is about enjoying it but also you need to be able to 
do it and some people in PE would say it’s the same,     
It should be taught as a subject like any other subject      
you have to teach those children those objectives but in PE, if 
I’m honest, I don’t teach to objectives in PE     
we don’t make a record of whether they can do it or not  so it’s 
just from observations      
yeah, I think it’s not monitored in the same way and it’s not 
taught in the same way.       
Making sure they can all achieve in a lesson     
      
they did a lot of internal competitions and the teams were just 
mixed, boys and girls.   Gender (3)   
I think that was a really good way of doing it and um, they were 
all equal.       
maybe ten upwards, the boys are getting bigger and stronger and 
therefore the competition might not be as fair just because of 
physiologically      
      
Good for discussing ideas, good for discussing the long term 
vision of what you’ve got to get to and breaking down Planning (38) PE Context 
termly plans for PE, but yeah weekly plans for things like Maths 
and Literacy.      
I like the ideas, I like having a bank of activities, they do support 
you with planning,     
You just go with what kind of feels right and you just have to 
observe if they’re getting it or not getting it so you plan, yeah.      
’m at placement on at the moment are quite easy, they don’t 
really do lesson plans as such (.) they do um, the interactive 
whiteboard slides and that’s kind of their lesson plan.      
it’s kind of expected that we go off and find the objectives; 
they’re just saying this is what we want you to teach this week.      
it’s helped the school out in the way they do it, um, because they 
don’t really do lesson plans as such, it’s all done on a notebook 
and you go through on the whiteboard     
we’d do it with them but you just have to make sure you’ve got 
good planning.      
No, we have got assessment sheets that we work with, um, and 
they are to inform our planning as well.      
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Three-part lessons were really big so you did your starter, your 
main and then your preliminary.      
go in more with a 3 part lesson so the starter, the main, the 
preliminary, more so your warm up, your main and your cool 
down.     
For my own, sort of peace of mind I would need to have the 
warm-up, the main I’d have very structured so I’d know clearly 
in my head where I was going and if it deviated off of those 
plans     
I know roughly where I’m going but I try to um allow for some 
time to, for the children to explore and (laugh) make mistakes.     
kind of teaching, um and (.) um yeah planning can kind of be our 
own way and however (.) we, deal, deal with it best. .     
I think planning’s important for any of the subjects.       
so you just have to try and support them additionally yourself 
and obviously like even at the planning level you just need to 
think about those children in particular and how best to support 
them      
introduction, they’ll be different sort of opportunities to do mini 
preliminaries throughout and then a main one at the end      
You can’t plan every single lesson that you’re going to do with 
such like detail and intricacy     
Some of them are like a plan that has got every single question 
that you’re going to ask and every single resource you are going 
to use     
I can kind of be like this is kind of the topics I’m going to do, 
this is the questions I’m going to ask, I might have like a couple 
and it’s quite notey. I understand it       
The school that I’ve just left is very planning based, heavy     
It’s very prescribed. Um, and it does take up a lot of time     
I’m quite flexible with my planning      
we have a key questions section and I think that is one the 
valuable sides of the deep planning       
that is a way of assessing what they know and what they don’t 
know.       
I’ll medium term planning and then I’ll do (.) short term 
planning on a weekly basis.       
I can plan how I’m going to set out a lesson      
Just generally, yeah we did quite a lot, yeah,  we did a lot of like 
daily lesson plans and weekly lesson plans.      
We didn’t do that much on medium term plans which I’d have 
liked to have done more of     
I do it for the week so I know what I’m doing but I don’t use it 
every day, I don’t read the plans every day     
Yeah like, planning for like everything really like 
classroom,  reading,      
we have plans er that the teachers made last year and have just 
given to us and we tweak them or whatever       
 Just verbal communication at the start of the lesson .      
I think from what I understand is they plan the lessons off the 
top of their heads each week.        
I used to spend during my PGCE, my NQT in particular, I used 
to spend (.) majority of Sunday morning and afternoon doing 
planning       
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now, um, you get a lot more efficient at it     
if your planning for a week, your planning for each subject, say 
for English and Maths, it goes over a page you’re kind of doing 
a bit too much really     
it can take a while to find resources and things like that, but, um, 
you get efficient at it     
      
it would be senior management in my school. It’s their job to put 
together a curriculum plan and map it  Curriculum (37)   
well I don’t know how specific the national curriculum is so I 
don’t know whether it’s because I’m not particularly familiar 
with it.     
I don’t know if the Government set those age expectations or 
where it’s my school     
so they would break down the Curriculum and say these are the 
objectives in these year groups for whatever at PE at Primary 
level     
there’s some aspects of it that I agree with like swimming being 
compulsory     
yeah I’d say the curriculum is quite well rounded, like there’s 
lots of different skills that come into it, it’s not just Maths, 
English and Science     
it’s just getting them access to different kind of sport they might 
not otherwise partake in.      
as a teacher I make sure we hit all the sports that we’re meant to 
in the national curriculum      
in terms of PE, literally we will pick a skill we want them to 
learn and um, otherwise the National Curriculum comes into 
play     
we look at what the objectives are and how we can apply them to 
what we want to teach them.      
all children have to be able to play in team sports  and all 
children have to be able to do this     
she just basically said to me well that’s not the government 
guidelines so you have to learn this       
As much as possible yes      
A fair amount yes, I still have to go back to it quite a lot when 
I’m on placement ‘cause, it’s quite a hefty document      
Yes, I have, in lectures     
detailed enough in some aspects and it’s quite broad and it’s 
therefore hard to decide what to focus on and how to improve 
your lessons.     
trying to look at the curriculum and where I’m trying to 
improve.     
they were doing a lot of sequence work which I think the 
national curriculum is quite heavy on at the moment      
for PE the curriculum is quite clear       
quite achievable for all children if you support them in the right 
way      
(.) meeting all the targets, I feel that might be because there’s 
less of them for PE       
I feel like it’s quite (.) clear to the teachers and children what 
they’ve got to do      
I (..) hm (.) I feel like (..) the national curriculum in particular     
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seems to be like in terms of content there’s a lot of English 
content 
also trying to link it a bit more because the curriculum is not 
really a massive page on PE       
I think because there’s so much to fit in because the national 
curriculum is huge       
Yes and no, just because the curriculum is very vague .      
and what those vague outlines actually mean.       
I suppose just information on where to find how to break down a 
syllabus, in sort of teachable chunks     
It took me a long time to think right which of these skills, goes 
in,  like what’s the progression here     
I still couldn’t tell you what the National Curriculum is for PE.      
Completely. It completely dictates how I teach yeah.       
I’m constantly thinking sort of this child has not mastered some 
of the basic numeracy skills but oh gosh I’ve got to teach them 
how to read this graph       
the year 1 curriculum is quite sort of lose really, it’s very, very 
short for PE      
I can’t remember the PE curriculum off by heart but I know that 
there’s definitely stuff in there, obviously the different types of 
sports you can play and swimming     
There’s things you have to do but in terms of engagement and 
enjoyment, I’m not sure if there’s a statement in there. If there 
isn’t, that’s what needs to be in there      
I think with the changes to the curriculum and the changes to 
assessment (..) they’ve been massive in the last two years     
There are some things that are better like the PE curriculum is 
actually one of those that is better       
      
We know that the plans we have match current curriculum 
objectives.  Schemes (16)   
who have cards that we can give them with skills       
we use this [Scheme Name] which a little bit pre-set in the way 
that it’s says um, it, has the cycle over the year of the different 
skills      
has some kind of helpful resources like videos so you can show 
the children  what they need to do or an example of what to do      
So, there’s some really good resources for adapting for children 
who are in a wheelchair     
I mean there’s a lot of stuff that you can buy outside of the 
curriculum  to help you      
used [Scheme Name] and lot of their planning came from that 
scheme     
They wouldn’t really stray very far from it , it would be we’re 
teaching this on Monday     
which fair enough fine, you’ve got a bit of help with what you’re 
going to do but if your class haven’t got that concept (.) then 
they need an extra day .    
  
A much more fun way than you know [Scheme Name] says 
we’re gonna do this so that’s what we’re gonna do .      
if you stick to a scheme, then if you come in, if a new teacher 
comes in then say doing their NQT or from a different school, 
you need to know what that class has done    
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no because we have schemes for a lot so they already do it for 
us.      
basically and then they pull of the bits of the National 
Curriculum  that we need so (.) it’s kind of done for us really     
we’ve got [Scheme Name] which is a, a PE football initiative      
Yeah. So, it’s just this year for now,  just for key stage 1      
I know that they do have textbooks that they stick to . I think the 
school’s bought into to, um, I can’t remember what it’s called.       
      
it’s kind of down to a leaders job to do that, not so much like a 
class teacher if that makes sense 
PE Coordinator 
(9)   
I had a chat with the PE co-ordinator at school and that was what 
they wanted year 5 and year 6 to be focusing on so that was 
kinda how we planned our lessons.      
PE subject leader so they’ll kind of be keeping an eye on that 
and if there’s something changing they’ll be looking at how they 
can implement it into the curriculum      
well that’s, our PE co-ordinator has taken them from somewhere 
so I can’t imagine it’s anywhere but the curriculum.      
she had training in sports outside but she was also used as a 
teaching assistant       
that depended on our PE coordinator who was very good,      
 I’m not going to sit down and read and try find out new things 
about the PE curriculum unless my PE coordinator is telling 
them.       
subject leaders will go out on subject leader days and then 
they’ll feedback to the rest of the staff      
I work alongside the PE co-ordinator here so quite like, you still 
know that when you’ve done that at a staff meeting or inset day 
that it’s not going to have that effect that you want it to  because 
those teachers are just not going (..) going to do it the way, with 
the confidence that you want them to.     
      
we were OFSTED’d last year and a lot of what we do daily is 
based on your feedback and your targets so OFSTED (19)   
In reference to PE, I don’t know whether they observed anyone 
so they can’t give us any feedback or pointers on     
that’s very difficult to happen cause there’s such an emphasis 
obviously with OFSTED      
Maths and English and all the other core subjects that PE does 
get forgotten about so     
displays must be done     
we’re always looking at what is it that they’re going to benefit 
from and how is it that they’re going to move on with their 
learning.      
English, Maths, Science and they want to see PE     
Making sure that it’s taught, making sure that there’s 
progression within the PE taught across the school.      
I’d quite like to think that they’d be looking at everything but I 
feel like core subjects they’d be especially interested in     
Yeah, yeah. Definitely.  The head teacher was going around and 
observing teachers’ lessons     
put quite a lot of pressure on the class teacher,  particularly my     
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class  
it just sort of changes the feel of the school. It just feels a bit 
tense  when they’re expecting OFSTED     
with an OFSTED, they want to make sure we have everything 
prepared     
OFSTED came in they said well, there isn’t a timetable for the 
children to actually go on the outdoor equipment ,     
if OFSTED was to come in and chat to them they might say 
there was a problem with the girls and their progress      
PE funding, so they’ll, we produce a sports premium statement 
sort of every year that has what we’ve done and the impact of 
that     
I would say OFSTED wouldn’t really be interested in that at that 
detail, they’ll just have a little look, check it’s all in order      
Would they come and observe a PE lesson? Only if you really 
engineered it       
their priority is (.) what the English and Maths results look like,      
      
They have a tendency to mess about with equipment, resources. 
Health and 
Safety (15)   
reluctant to let you teach PE because you’re not, where you’re 
not qualified you’re not covered under the insurance so you 
don’t actually get to do it on your placements very much      
It is definitely down to insurance, schools aren’t covered to have 
students take the lessons      
in a shorter space of time and having that time to sit down and 
talk through how do you risk assess (.) for lessons?      
I feel a lot of that’s done by the school and class teacher rather 
than, so it’s not our responsibility.       
It’s not really been brought up other than remaining in school 
grounds      
The kids are going to fall over at some point and as long as 
they’re not badly hurt       
I don’t know the safety side very well at the moment so that’s 
where I kind of I’m going to have to look into it more     
I’ve not really done a lot of safety in PE like I don’t really know, 
other than common sense and a couple of pointers      
I think there’s a bit of a fear of danger and injury  so (.) I like to 
use more of the equipment     
we’re quite an area where (.) children’s safety is sometimes  an 
issues     
make sure that they’re all safe and they’re all doing what they 
should be doing and also if they’re spread out across a field      
Now if they’re wearing slip on shoes and knee high boots, that 
limits what can do in the PE lesson       
they can’t run so you can’t do anything with running  and it 
doesn’t mean just that child can’t do anything with running,      
doing risk assessment in PE as well       
      
I just the biggest load is the pressures and stress and kind of 
expectations. We have a lot to kind of do.  
Expectations of 
teachers (5)   
it’s all the assessment and that side of it you don’t necessarily 
get taught about on training, when you’re training for your 
degree     
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the Government, um, and the levels they’re expecting children to 
get to, like the national average.     
You have to make sure you’re doing certain things by the book 
and yeah.      
Yeah and that comes down to the insurance, that’s why people 
won’t let students do it because you’re not, that risk assessment 
part isn’t covered.      
      
dealing with parents Parents (24)   
because that’s for girls so parents can have an impact on the 
gender stereotype     
The children seem to go along with it but the adults see it as 
more of an issue which is interesting.      
I think the attitudes on the parents can make a huge difference to 
how the children view school.     
The attitudes they face and how they value it, I think it makes a 
huge difference to children.     
from about year 3, um, and I think it becomes more apparent that 
children are taking after their parents     
if there was a problem they’d probably would but because I 
haven’t really seen any problems      
They, so, the class door is always open at the end of the day for 
the parents to come in and talk to teachers if they had any 
questions       
Yeah, I think so. I think it’s really important.  [Parent/tecaher 
relationship]     
parents have all had positive feedback apart from one     
Yes, just because our parents are very worrying parents,       
we were finding a lot of children didn’t bring their PE kit      
rude to her about saying I don’t normally make time to talk to 
my children’s PE teache r     
But also I’ve learnt that it’s eighty per cent home life. You can 
only do so much     
the parents (.) like i.e. earrings, er trainers, cause if they don’t 
give the suitable you know, P.E. kit  then it doesn’t help us      
Well, I mean it is fair but in, not in, not really because there are 
some children whose parents will willingly take them every 
Saturday to a club       
kids forgetting their PE kit. That’s one thing that I think is really 
important .      
Parents don’t understand the importance of PE       
I wish parents were held more to account really for, not, 
providing their kid with a PE ki     
PE almost needs to change because the parents (.) just don’t send 
their kids in      
Win at all costs or I was never good at PE so don’t worry about 
it love kind of approach so yes, there’s a big influence.       
Generally, yes. Enormous, parents [difficulties]     
and there is a lot of parental pressure     
I had unhappy parents because they felt their child was being 
punished more       
      
 I don’t know them in great detail. Um, but we obviously talked Policies (12)   
 142 
about them  
it’s one of those things that we kind of (..) brought, introduce as 
we go through the year so they’ll be little bits at uni     
I don’t know, I think there’s a, they have to statutorily have PE 
for 2 hours a week but I wouldn’t know anything more than that.       
The money that we get funded from the Government really 
helps.     
So we do have specialists to take our lessons as well as training 
people up because you need to be able to do both.      
It probably is in the Government guidelines  but I didn’t know 
that      
A little bit, but we’ve, they’ve been mentioned about them so     
not really if I’m honest.       
I know it’s getting, it’s becoming bigger, now health and well 
being has become such a big topic in the Government       
I think this is going to be something that’s going to get quite 
big .      
I don’t really go into Government policies, like I don’t really 
read those to be honest      
I don’t think so . I haven’t really come across any where I’ve 
thought you know, that applies to me but I should probably read 
up more about it     
      
someone come in and teach PE which can be good in some ways 
because having someone that’s got specialist knowledge doing it 
but at the same time 
Specialist PE 
teacher (30)   
I think [.] teachers should be doing it because they know the 
children better and yeah.      
it’s a proper swimming instructor who teaches them so I’m just 
there to watch.      
we go to a site where they do the outdoor adventurous things and 
then the instructors teach them rather than the teachers but yeah 
no other lessons that happens in.      
So they have one taught by the class teacher and the other one is 
taught by an outside agency      
who come in specifically to take PE lessons and that’s to give 
teachers their planning time.      
they do very different sports so they do stuff like dodgeball, 
handball and they do dance but they do like a particular kind of 
dance so they’ll do that for 6 weeks and teach them a dance less 
common.      
We have a specialist come in one day a week and she does CPD 
lessons with people who are less confident in certain areas so I 
think our PE focus is high and it works well in our school.      
where sports coaches come into school to take PE or specialised 
teachers , like we have salsa dance teachers     
we have some sports coaches     
we have a really good dance teacher who comes in so at the 
moment my children are doing dance     
there was a set PE teacher that would take the year 3s for PE     
like the sports leaders that come into schools teach it which I 
think is a bit sad because I don’t really get any experience       
we don’t get that, ‘cause the sports leaders come in and take over 
so we don’t really, that’s when our PPA normally is.       
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that’s come in with us getting a new sports coach to help with 
some of the teaching of PE     
we’ve got [Company Name] in and they do a lot of the outdoor 
games-based activities     
I know that the sports coaches struggle with the early years just 
because of the skill set that he is used to  is more year 5, 6 and 7     
The coach that we’ve got in is very skills based rather than, 
enjoying it and getting used to the sport.       
[Company Name] in they’ve started doing Sports Clubs       
He’s really good at building up their confidence      
he says next week if you want to come and see me at this time so 
he’s very available and approachable for the children .      
Yeah definitely. It’s given us loads of ideas which is good .      
yeah, yeah. We have to be involved.      
they still don’t know them  because they’re so many classes to 
teach     
Not off the top of my head.       
We also buy in Sports Coaches       
then we also have a company called [Company Name] who 
come and do sports lessons.       
we only use [Company Name] to cover teacher’s planning time     
because effectively [Company Name] are a load of like, they’re 
all about nineteen       
Yeah we have er, Tennis, Cricket (.) um (.) the occasional dance 
teacher come in       
      
the lack of time in the day for teaching sport or other subjects 
that don’t come under the core curriculum Core v PE (34)   
Maths and English inputs and children need to be getting to a 
certain level     
they get taken out by the TA from another subject like PE for 
example     
Teachers are worrying that they’re not getting children to reach 
the level and consequently they take them out of other subjects.      
I mean PE already gets pushed aside a little bit     
PE so you are very much limited to one session of PE because 
you don’t have the time to put it anywhere else because English 
and Maths is the focus.      
thinking how am I going to observe a PE lesson, I don’t know, I 
don’t know what kind of strategies I’m looking for       
from the first time I did that, I went and watched a PE lesson, I 
was like this is exactly the same as watching a Maths lesson or 
an English lesson,  it’s the same (.) structure, it the same, you 
have to have the same models     
we’re supposed to teach a certain amount of hours of PE a week      
you have one afternoon of PE a week so that is basically two 
hours,       
Maths, English and Science which is understandable      
I feel like PE’s a bit more relaxed . I don’t know whether it’s 
because there’s less objectives       
just assessing as you go and keeping an eye on the children [for 
PE]     
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there’s also not really a lot of time for PE either in schools       
teacher if she had time would take them into the hall and they do 
gymnastics or dance with the year 3s       
assessment in PE isn’t as you know, well done as in Maths      
Why is physical development any less important than mental 
development?       
So for the children that won’t either, if you think they won’t get 
it or haven’t got it then we pre-teach for 10 minutes at 
lunchtime   
  
  
we do weekly matches at our school every Wednesday       
It’s across the board, really, um (.) but in Maths and English, 




Maths and English are the subjects that are weighted heavily so 
yeah, that’s the two subjects we’re focusing on, probably more 
than the others.  
  
  
we can do just teacher led assessments thorough out the year if 
we choose to just to help track any progress made.       
very much depends on the lesson whether they can do it or not      
In PE they might be great at gymnastics but awful at football so I 
think it’s difficult     
I probably don’t do enough differentiation in PE actually 
thinking about it     
the teachers have got so much paperwork, that you couldn’t 
physically (.) be doing, the paperwork you do for Maths and 
Literacy for every other subject   
  
  
if you were falling in Maths or Literacy, you would probably 
have extra sessions but you wouldn’t get that in PE      
amount of (.) the amount of observing you can get done and 
amount of kind of monitoring you can get done is limited as 
opposed to English where you take their book in  
  
  
It’s just a very different lesson to all the other lessons.       
Primary school teachers make amazing PE teachers but most of 
them don’t realise it . It’s all built on relationships, they know 
the children really well 
  
  
Yeah I think a bit more time and it’s always the subject that’s 
thrown at Christmas and stuff because the halls not available or 
well go outside and it’s that as well 
  
  
You do it and some things take a hit and it might be PE one day,      
there’s such a focus in England on English and Maths, um (.) 
that you know, you’re cramming it into your timetables is hard.       
I think that’s what it comes down to, it’s all been squeezed and 
it’s been .      
      
in terms of healthy eating as such, there’s nothing that I’ve seen 
while I’ve been in school.  
Healthy 
lifestyle/PA (53)   
Year 3 and year 4 they take the class out for a run twice a week 
um, for like 10 minutes just round the school,     
There’s nothing, they’ll do the whole like, where, (.) they’ll like 
put they hand up and say oh we haven’t done our run today.      
we’re a healthy eating school so we have a juicy fruit trolley that 
goes out at break time and that has fruit snacks      
breaktime and lunchtimes to play      
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active learning. I think it’s 30 minutes a day in the classroom as 
well so (.) we try      
Just as and when you can fit it in.      
ensuring that there’s enough time for the children to be active, I 
think it’s all about the Government’s push on being, on having 
an active healthy lifestyle so they’re just making sure that those 
things are ticked off and that      
we (.) within the area I work in [Place Name] we have, um, cross 
school competitions so we’ve got that competitive nature as well 
and I think that’s something they look for.      
Yeah so we have social, another new thing that’s come in is 
social me, personal me, healthy me and it’s trying to link those 
in with your PE as well, but, the social side is so good it links so 
well with PSHE.      
they link it quite a lot in with PSHE  so like Personal social 
learning       
I know obviously we have like home schooling workers who 
deal with all that kind of thing so the (.) um (.) the children 
[Obesity]     
Yeah so we have dedicated, you would usually find in a small 
school, it might be a job that’s allocated to a teacher      
Not that I’m aware of, ermm, yeah no, not.     
to get them up and moving they had a website that they used to 
go on that had videos and dance sequences the children did just 
to get them, wake them back up a bit      
and educating the children on how that keeps us healthy. I feel 
like quite a lot of children know now what is and isn’t good for 
them     
, I think it’s really important especially now that they’re looking 
more into mental health in schools and how they can put that 
into classrooms      
my Mum’s a nurse and she came into school and we looked at 
their heart beats and how exercise can effect that     
you could see the children were a bit more active after the 
session with my mum, so of in the playground running around 
and playing more games       
I think health should always sort of be in the back of their minds 
growing up like making good choices      
Yeah, yeah. I think that’s quite important.       
They’re always on about healthy and healthy eating like schools 
who keep everyone active kind of ones but other than that I 
don’t really know     
I’ve only ever had one child whose classed as overweight in my 
class and I feel that’s quite good      
Just started the golden mile in our school       
the fattest population of children in our school  and that’s when 
we did the big push for the golden mile and getting the sports 
coach in      
We just know that we need to increase sports and we need to 
increase the activity of the children throughout the day, not just 
in PE.       
and do a golden mile lap      
we’ve also now got lunchtime and break-time activities as well 
as after school      
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the games does keep them fit and coordinated       
you’re not just relying on PE for that fitness element.       
Pretty sure that happens in biology and in PSHE and it’s also a 
pastoral matter as well.       
they’re very few overweight children.      
or it they’re in a top team they might be doing more Sport ,     
have a policy where they’re not allowed chocolate bars in their 
lunchbox, they’re not allowed fizzy drinks  at school so we try 
and avoid unhealthy food      
We do bits about nutrition in science       
We kind of try and encourage it here and there.       
that they also (.) understand the importance of nutrition so they 
think carefully about the types of food they buy into to.      
So good diet, they move a lot the children do, and it puts them in 
good stead for learning and other areas of the curriculum.      
fortunately I don’t think they’ve come across that before, 
because of the amount of movement that they do and there’s 
play of play.  [Obesity]     
probably classified as being overweight, um, and they look very 
different now. They look much healthier now.       
they understand the importance of their role despite it being a 
team and they have matches each week so there’s a huge amount 
of bonding that goes on between them as well.       
The other thing about my school that isn’t very good is that we 
don’t have sports teams     
but we don’t have anything else so it very much relies on parents 
(.) taking their kids to a club and again (.) that’s not fair      
So in my class, we always do things in every lesson, um, but not 
prolonged things      
I’ll get them all the stand up and we’ll do um, stretches, um, we 
do brain gym, um, we do kind of jumping on the spot.     
Do they run a mile? Or they run something every day so once a 
day they all run like twice round the field       
trying to hit that kind of high active um, state.  You’re not 
necessarily going to get it when you’re doing gym or dance for 
every lesson      
getting their heart rates up and actually making them work hard I 
think is really important.       
Yeah so with the, with the class that I have, across the school we 
do wake and shake      
have you heard of daily mile?      
we do a game a day in the morning       
That could be tag on the line, it could be bull dog, it could be (.) 
um, some throwing and catching, games, dodgeball, it could be 
(.) er, some team based stuff,       
might not be very good at English and Maths so having, the first 
thing you do each day (.) is actually a physical activity, they’re 
going to feel much more ready for the day       
      
You haven’t got time to read it and you just don’t want that.  If 
you’re out there, watching the kids do it with the teacher  Time (3)   
the maximum amount of time you’re going to spend with each 
child is about a minute and thirty seconds     
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you’re cramming it into your timetables is hard.       
      
Equipment. Equipment is a massive thing. Um, because you 
don’t have time to find it, there’s not enough  
Resources for 
PE (1)   
      
we either buy into or us teachers collaborate and plan Sport V PE (41) 
Bridging the 
Gap 
We teach over the course of a half term so we change sport 
every half term     
a typical sports unit is 6 to 8 weeks,      
I’m quite sporty anyway I feel like I’ve got enough experience 
behind me to teach it effectively     
I think we should offer a wide range so that children find a sport 
that they enjoy, that they’re good at so that they think that they 
are sporty rather than thinking they can’t do anything.       
as a teacher I make sure we hit all the sports that we’re meant to 
in the national curriculum      
I push sport as much as I can and all children participate in my 
lessons     
hey might not like a particular sport but, I always get them to 
take part and try and overcome those things.     
I think if I was someone that didn’t value sport and didn’t see it 
as important.      
we’ll have like our set sports we have to teach throughout the 
year so they have 6 weeks on football, 6 weeks on gymnastics, 6 
weeks on dance      
and they try and vary it so it’s a team sport one week, sorry term, 
then the next term, it’ll be individual.      
I think when it was more individual sports, they had gymnastics 
today and they came back in fine.      
other people excel in a Sport that they’re good at (.) it is still 
sport, not just Games and that’s still trying to get the children’s 
focus away from yes football is a sport,     
like building up of skills towards playing games like netball      
the different throws and catches and (.) then building up towards 
playing a whole game     
Tennis and Netball when we were there .     
Yeah it moved up to sport in the older years.       
It was a couple of ball games but other than that it’s just the 
skills not really actual games of football.       
I think like the skills definitely getting them to grasp the 
concepts of kicking the ball and develop their gross motor 
skills       
it’s nice for them to get on and be involved in and introduced 
into a sport that they’ve never played before      
the start of one term and then netball or hockey and then football 
and rugby      
If the one sport at the start and then don’t like any of the 
others  at least they’ve had that one     
we’re doing this, we’re doing that and it’s definite sports       
it’s those fundamental skills and that goes right up to playing 
proper games by year 6      
we do more on the movements rather than the sports       
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actually being skilled in PE is not actually necessarily being the 
best in Hockey, it’s thinking about what you have achieved in 
this lesson      
Yes. It’s so, people are so outdated     
So, a lot of my children are quite, they’re not very confident like 
with football and things      
the rest of them kind of don’t feel very confident with it  and 
like, but then equally actually they give it a go,      
so to kind of engage them a bit more because sports can quite, 
they just get quite erm yeah like crying and stuff.       
 Sport I think.  I think from memory it was a general primary 
course.      
I teach is you start off with the kind of skills and you build up to 
playing a sport       
Then you move onto doing with it each other, then you move 
onto maybe marking, um, moving around in a space, and then 
work up to doing a game.       
I think, in general you have to teach them that sport, especially 
at that age is about having fun      
basically we just teach it through that and we try to link it to our 
subjects       
who come and do sports lessons.       
I’ll kind of try and use things from sports coaching      
It’s more on when they’ve got the throwing and catching what 
you do then.       
the kids like playing games so the more the children are playing 
games the better job that you’re doing and the more information 
that you’re gonna get about that child and their movement       
if you take the sport out of the game so the name out of the game 
then you’ve created a level playing field     
rather than thinking teach, I’ve got this, I’ve got to do tennis.       
      
So do you feel there’s a gap between what you know 
theoretically and what you can apply practically? 
Theory to 
practice (26)   
Er, yeah, yeah, if I’m honest.      
would say here are a bunch of activities you could do and then 
our lectures would be where we would practice the games 
ourselves     
Oh, child centred definitely     
Well the thing is, I don’t think children at primary level have to 
do that stuff.     
Yeah definitely. I think maybe those links should be made more 
clear maybe     
uni sessions as well in that period didn’t really reflect on what 
we’d learnt on placement     
it does to an extent so I can see elements of it      
kind of when it’s a very clear cut theory, then you had, and how, 
and then you find your theory and you find how to teach it     
You didn’t have too many lectures, it was more the on hand 
practice if that makes sense, as in in the classroom.      
how that is affected and how we relate those to the classroom      
I think they have linked quite well, yeah.       
It’s really hard to think.  [of examples]     
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I’d say so (.) obviously there’s advantages to them learning it in 
the context of the game      
 I find that sometimes it’s quite hard, if, like, if that child 
physically can’t do it to support them,  I find that’s the challenge 
with PE      
I think that’s a bit of a dilemma as to how you best support that 
child     
Some of it is a lot more, sort of (.) towards the getting the degree 
part rather than helping us with our teaching but um, hopefully 
I’ll be able to put it into practice     
yeah, for some of the topics I think that would be a good 
idea.  [Clearer links]     
I think it’s more like the gap between us and them where it’s like 
second nature to us but it’s quite hard to explain it to someone 
who’s so young and is just trying to grasp it       
it’s just some of the stuff they’ve told you isn’t even relevant      
it was hard to (.) sort of think how I’m going to apply it to a 
teaching situation.       
we didn’t really use much of our theory knowledge which 
maybe we should have.      
I think so because you can now apply it to what you’re actually 
doing so it’s bit more realistic.       
Not reaa-llyyy. This is just where I think there’s a big gap       
the [University Name]’s PGCE or the PGCE that I did, was so 
poorly linked that (.) you just came away thinking well, and then 
we had to make      
I much prefer the kind of practical approach of being in the 
classroom and around the kids  and learning from other people 
like that I suppose     
      
it’s part of my degree but I wouldn’t say that I even think about 
it when I’m teaching.  
Theory 
consideration 
(7)   
You need to know how children learn and how best they learn 
but I wouldn’t say that that’s at the forefront of my mind when 
I’m actually teaching.      
maybe that knowledge I have as a base and I don’t really realise 
I use it, maybe     
I think it’s better to pick a subject and go right teach this and 
kind of not really think about the theory of it.      
I think everything really we learnt on campus applied (.) quite 
well to practical really     
It’s something you know, you don’t have to actually think about 
it anymore once you start teaching but it was definitely useful.       
I think it all goes out the window when you start teaching.       
      
A lot of it, cause it’s only year 5 children, so a lot of it was 
working on team work and that was through  
Fundamentals 
(26)   
So I’d normally do skills and then as a progression it would be 
the games-based stuff.     
decision making comes after they’ve learnt that skill and sort of 
as a natural progression almost.      
Once they have the skills they can move on.     
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then you will do ball skills using your hands so you’ll apply it to 
volley ball but you don’t teach the actual specific game rules 
anymore.     
It’s all skills based.  It helps inner schools where competitive 
things can be difficult.      
they would do skills like balance might be a skill  and it’ll take 
quite a while     
they might balance and then a little dance routine at the end of 
the five, six weeks       
it’s a really good idea for teachers in primary to able to teach 
through skills  because often teachers are like, bit worried about 
teaching PE, bit scared about PE     
I think if you’re just like this is what we’re focusing on, we’re 
going to learn to do this and this is our skill for today, we’re 
doing     
I did some skills then tried to put it into a little game context     
the children could, you know, experience those techniques that 
they’ve just learnt.     
I don’t think we’ve done very much on that [fundamentals]     
we were looking at the different movements of animals and how 
to use levels       
, in year 1 we focused on ball skills so it was just getting to (.) 
like have a bat and a ball     
Way more important than actually knowing how to play 
football.       
Year 1 was the only one with fundamental skills       
they’re trying to catch and it’s just going straight through it’s 
because they’ve not had that, learnt, not had that taught to them 
properly     
if you’ve not got that skill you need to kind of develop it, have 
focus on it       
 it’s skills but year 3s that do just a couple of matches, they’re 
still working on the fundamentals of movement as well.      
they need those fundamental skills first because most of them 
can’t catch       
I think the things that they, they need to all learn is [life skills]     
I think, um, it should be about how you teach skills       
so I don’t think there’s enough emphasis on younger children 
and younger children’s, the development of skills.      
I would say, fundamental skills so (.) ABCs and (.) just making 
sure that you’re trying to hit in at least one of your PE lessons,      
Then, when you do bring in games, they’ve all got the 
knowledge of how the best way to score or the best way to 
defend or tactically.       
      
When they come in, you usually have a term of not teaching so 
that happens maybe once or twice a year 
Up/De-skilling 
(15)   
we didn’t really go much further ‘cause as I’d say the sports 
leaders came in the following week and took it further     
it’s more through a lack of his company wanting to do that 
because obviously they want us to continue to subscribe       
but we also use it for PPA cover , so it wouldn’t be something 
that we all would be able to say right that’s fine, we’ll take over 
from that    
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they give us a award at the end if we go through it with them  so 
that’s what the teacher will get.     
which I really objected to in my school and I spoke to the head 
teacher about it quite a few times and she’s actually changed it 
now    
  
three quarters of the teachers in the school were never teaching 
PE and we had them for at least four or five years so deskilling 
that happened there where people were just never teaching PE at 
all    
  
My personal view is that the funding should have been spent on 
teaching teachers to teach PE , not paying kids to teach kids PE      
I haven’t had any real training in PE since then.     
and she’s just you know, completely revived my teaching of PE 
and if we could have more of that.       
people being able to learn off of coaches that are coming in then 
I think that can help.      
teachers and TAs have to be there watching that coach and 
interacting with that coach     
They’ve got to do it because then you don’t have to pay for it 
next year in theory     
gives the teachers an opportunity to reinforce things as well and 
remember that it’s not that bad because the year can be a long 
time between coaches.     
  
have half an hour of here’s some games you could play in PE 
with your class.     
      
I think some, some of the theory we’ve done, definitely, just, 
kind of giving us ideas, going you know, yeah this is the 
foundation 
Importance of 
Theory (3)   
I think it is ‘cause then when you’re in the classroom you can 
kind of identify your methods and then (..) apply that to your 
teaching so it’s appropriate for the children in your group.     
it’s kind of helped me like motivate me, um, to kind of become a 
better teacher within the class.     
      
you have to look up all the things you’re doing where as year 1 
it’s quite simple but it is very different.   
 Different age 
groups (1)   
      
They had a hoop, with four tennis balls in it or four equipment, 
so like beanbag, a tennis ball and what not and then they had 
kind of the markers, the fielders and the child that was batting,  
Adapted Games 
(8)   
having to hit something with a bat, they just had to throw the (.) 
four objects as far as they could away and try and get round the 
field before the fielders got them back in the hoop     
So it was just building up things like that, at a more child 
friendly level.       
you can adapt those games and do so for hockey, do roller ball 
or something like that so take away the sticks  and it becomes a 
whole new game.      
you say, okay, rather than do regular scoring, you score for as 
many passes that you make um and that just makes them think a 
little bit differently about as opposed to keep it away from the 
other person     
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and the kids that weren’t very good and it was going 
everywhere, actually were just running around chasing the ball 
and that is a skill in itself from loads of accidental learning       
It’s memorable for them as well      
Thinking about teaching it through all the fundamentals and all 
the games  rather than thinking teach, I’ve got this, I’ve got to do 
tennis     
      
I think, has a really clear kind of policy for how you teach  
School ethos 
(16)   
the whole thing about choosing the school where you want to 
work       
making sure you really know the school before you apply there 
is so important because basically if that style isn’t for you then 
that school isn’t for you     
in primary school those things pretty much are, not dictated to 
you, but this is how we teach this, this is how we teach that.       
which is a pupil referral unit and we as a policy there I know, 
don’t do any um competitive games.     
No, I just sort of do what the school says.       
I think you’ve got to stick to what the school (.) er are doing (.) 
stick to their ethos,  their curriculum, their you know, the way 
they do it      
we’ve got quite a big ethos in our school about it’s the behaviour 
not the child     
We do a lot of questioning in our school      
we have lots of input and it depends on the school that you’re in 
because if they don’t want you to teach a certain way      
You kind of need to go with the flow of the school rather than 
going out and doing your own research about it.       
we’re focusing in our school at the moment on collaboration so 
children taking independence of their own learning      
Moving away from just sitting down and speaking to the 
children, question, answer, question, answer is far more 
interactive.       
They do seem to have a very good understanding of the struggle 
of learning that it’s not easy and you do have your ups and 
downs and they understand the tools that they have in the 
classroom to help them achieve.       
I feel maybe I’ve got more support and er (.) slightly more 
excitement at the moment with this new initiative we’re building 
together.       
the other people in the senior leadership team and they all 
thought it reflected the ethos of the school well so decided to go 
for it.       
 
 
 
 
 
